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Announcement
For more than 15 years, the American Council of Teachers of Russian (ACTR) was
honored to serve as one of several institutional sponsors of RLJ, along side
Michigan State University, Ohio State University, and other donors, none of
which, however, played a role in shaping the editorial policies of the Journal. With
dedicated support for the Journal from individual universities increasingly difficult
to generate, ACTR came to be RLJ’s only external funder in the later years. It was
primarily for that reason that the long-time editor of RLJ, Dr. Munir Sendich,
proposed to the ACTR Board of Directors in early 2004, that ACTR consider
taking over full editorial and publishing responsibility for the Journal.
The appearance of the current issue of Russian Language Journal, Volume 55
(Numbers 180-182), marks the resumption of regular publication of the Journal,
following an approximately two year hiatus, caused by the long illness and death of
Dr. Sendich, and the subsequent transfer of journal ownership and editorial
functions to the American Council of Teachers of Russian (ACTR) in late 2004.
Beginning with Volume 55, RLJ will appear annually in December of each year.
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Introduction to Volume 55
The papers in the present volume were originally presented at an international
symposium, “Summit Conference on World Languages,” hosted in Washington,
D.C. by ACTR in cooperation with MAPRIAL (International Association of
Teachers of Russian Language and Literature) in July of 2001.1
The present issue of RLJ reflects the new editorial board’s view of the state
of Russian study in the U.S. and the world today in the context of globalization,
internationalization of curriculum, and increased expectations regarding the
outcomes of language study everywhere. (Verbitskaya) While more modest than
the bold Soviet-era policy assertions concerning Russian as a “primary language of
mass international communication,” Kostomarov addresses the new role of Russian
as mother tongue, second language, or major foreign language for more than 300
million speakers in the world, nearly 3 million of whom are now resident in the
United States, and contributing thereby to a new concept of the meaning of “world
languages.” With this change in status has come the need for a much more
“activist” and outreach-oriented role for the professional associations that support
the study and teaching of Russian, and for the donor organizations that make their
work possible. (Brecht) The editors are pleased that Dr. Brecht’s new model of
field architecture derives to some degree from his firsthand role and observations
of the evolution of ACTR itself over the past 30 years.
Two new research studies in psychology relate current work on individual
learner differences to SLA and Russian in instructed settings (Ehrman) and in
faculty professional development (Leaver, Oxford). Keeping individual learner
motivations and academic needs in view, Byrnes analyses contexts, approaches, and
principles for curriculum construction in university-level instruction, developing
further the author’s own highly influential work on the concept of literacy
development in the second language classroom from the elementary levels of study
onward. Noblett, in turn, helps bridge the gap between the humanistic traditions
of classroom-based learning and the individual need for customized learning
environments with his expert overview of the power and often untapped potential
of online learning for the adult second language learner.
The final group of three papers focus attention on outcomes of second
language learning, beginning with the challenges of assessing outcomes over time.
(Spolsky). For most American learners, one of the first high-stakes assessments of
learning outcomes takes place when the student attempts to negotiate the schoolto-college transition. Abbott draws attention to the need not only for reference to
common metrics and shared standards in this process, but also the importance of
1

The Summit Conference and the subsequent costs of preparation of the papers for this issue of RLJ were

provided by ACTR and also by a grant from the U. S. Department of Education, Fund for the Improvement of PostSecondary Education. The editors and organizes are grateful to FIPSE for support of this publication.
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broad professional consensus on performance standards for each parameter of
evaluation. Finally, Davidson and Lehmann present the results of a longitudinal
survey of language learning careers of a group of more than 700 alumni of the
ACTR study abroad programs in Russia over the past 30 years. Alumni of more
than 225 U. S. language programs and study abroad self-report on their current
language proficiencies and language utilization patterns, while reflecting on the
contribution their knowledge of Russian has had in the development of their
professional careers.
The Summit Conference and this volume attempt to demonstrate the
richness of connections which can be drawn between research in SLA, language
policy formation, information technology, and the study and teaching of Russian at
all levels. The interdisciplinary nature of this volume further demonstrates,
perhaps not surprisingly, that the particular challenges of relating research and
practice that led to the creation of ACTR through the Soviet-American
Conferences on Russian of 1974, 1981, etc., continue to energize and inform the
Russian and modern language fields today.
Maria D. Lekic, Editor
University of Maryland, College Park and
American Council of Teachers of Russian (ACTR)
1776 Massachusetts Ave. NW
Washington, D. C. 20036
E-mail: lekic@actr.org
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In Memoriam
Munir Sendich (1932 – 2004)
George Kostich
Professor Munir Sendich died on June 2, 2004 of Parkinson’s decease at the
age of 71, and the field of Russian Language and Literature studies lost a
distinguished scholar, dedicated teacher and an eminent Editor of the Russian
Language Journal.
Professor Sendich was born in Gradacac, near Sarajevo in Bosnia. He
was educated in the former Yugoslavia, Germany and the USA. After earning a
bachelor degree in Germanic Studies (1959) from the University of Sarajevo,
he left for Germany where he earned a Diploma in German Language and
Literature from the University of Heidelberg (1961). During his years in
Heidelberg, motivated by his intellectual curiosity, he attended lectures and
seminars at the Slavic Institute of the University, the root of his lifelong
fascination with Russian literature. He moved to the US in 1961 and began his
studies at the Russian Language and Literature Department of the New York
University, while supporting himself by selling Persian carpets and teaching
German. He earned M.A. in Russian Language and Literature (1963) and
Ph.D. in Russian Literature (1968). He wrote his doctoral dissertation on “The
Life and Works of Karolina Pavlova.” under the guidance of Boris. O.
Unbegaun, a world-renowned scholar in the field of Russian studies, his advisor
and mentor.
Professor Sendich began his academic career at the University of
Connecticut teaching various German and Russian language courses, and his
first three major courses in Russian Literature, Survey of Russian Literature,
Classics of Russian Drama and the 19th Century Russian Poetry. From 1973
until his retirement in 2002, he worked at the University of Michigan teaching
advanced undergraduate and graduate courses in Russian language and
literature, and offered seminars in some of the major Russian writers. A man of
inexhaustible energy and intellectual stamina he also served on a number of
department and college committees.
Professor Sendich’s scholarly output is impressive: he published five
book and edited five, wrote fifty articles, edited forty six volumes of the
Russian Language Journal, and organized or helped organizing, several
professional conferences. He was an active and prominent member of the
major professional organizations in the country. and presented numerous
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papers at national and international conferences. As the RLJ Editor for almost
thirty-five years, he was known for his integrity, high standards, and astute
judgment. From 1989 to 1992, serving as a Director of the MSU Russian and
East European Studies Center, he brought a number of important professional
conferences to Michigan State University. His work achieved national and
international reputation and he will be remembered for his selfless dedication
to the Journal, to the field of Slavic languages and literatures, and countless
specialists around the world.
For his contribution to the field of Russian studies, he was rewarded
with various honors, awards, scholarships and grants.
Professor Sendich was an intellectual in the real meaning of that word.
Besides his mother tongue Russian and native Serbo-Croatian, he spoke
faultless English and German, and was able to communicate in French, Italian,
Bulgarian and Czech. His field of specialization and research was in the realm
of Russian literature: Tolstoy, Pasternak, Chekhov, Gogol, Turgenev, Nagibin,
Karolina Pavlova, Russian theater and poetry, and he was known for his quips
and quotes taken from works of these authors.
As he loved to entertain, he and his wife Danka would invite up to 30
guests, students and colleagues, to his home for food, music and conversation.
While enjoying the masterpieces of Danka’s culinary art (whoever was
privileged with trying her zeljanica, a spinach pie, won’t ever forget it), Munir
would, after warming them up with the best Sljivovica one can buy, amuse
them with humorous quotes from Dostoyevsky, Chekhov or Gogol. In a way
he was a contradiction - handsome, tall, with piercing eyes, black hair, without
a wrinkle on his face (the characteristic he preserved up to his last days), and
with dynamic body language (he was an avid tennis player and jogger), he was
also unassuming, often quietly and discreetly watching, listening to and
enjoying people around him. He loved debates and was known as a person of
poise and strong opinions, but ready to adjust his views under the force of a
well-founded and well thought argument.
During the war in Bosnia (1992-1995), Munir was profoundly troubled
about the fate of his brother and other relatives living in Bosnia. It was the
time when the Yugoslav community in the US fell apart separated by the
conflict into fiercely hostile to each other ethnic groups - Serbs, Croats,
Bosnians, Slovenes, Macedonians and Montenegrins. This writer remembers
numerous conversations we, he, a practicing Muslim, and I, a Serb, had over
the telephone, discussing that war, suffering the pain people there had to go
through, almost crying aloud, but never ending our friendship.

4
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Professor Sendich died in a convalescent home in Lansing, Michigan. He
was survived by Danka, his wife of thirty-five years and devoted collaborator,
their two children, Larysa and Marko, as well as the two children from his
previous marriage, daughter Emina and son Sadik.
His unfinished book on Karolina Pavlova, his sixth, will be completed by
a selected specialist on the subject and published in the near future.
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Globalization, internationalization, and language learning in Russia
Liudmila Verbitskaya
In reviewing international trends over the last few decades, two words—
globalization and internationalization—inevitably come to mind. Thinkers
around the world are pondering these processes, which are rooted in the
technological and social changes of the last quarter of the twentieth century.
The notions of globalization and internationalization are obviously
related, but exactly what do they mean? In The Globalization of Higher
Education, Peter Scott (1998a) concludes that not only are the words not
synonyms, but the processes they denote are radically different and even
dialectically opposed.
Globalization and internationalization defined
Internationalization is the older concept. It presupposes and reflects a world
order dominated by nation-states. Its distinguishing features are crosscommunication and exchange between separate nations.
By

contrast,

globalization

refers

to

the

impact

of

global

environmental changes and the threat of political and social conflicts that
cannot be walled off by immigration policies or controlled by superpowers.
The term encompasses the growth of hybrid world cultures, the mingling of
national traditions, intensified collaboration among nations, and a global
division of labour. Globalization is inevitably bound up with the emergence
of a knowledge society that trades in symbolic goods, worldwide brands,
and scientific know-how.
Although still used to describe the interdependence of national
economies, globalization has more recently come to stand as well for the
social, political, cultural, and educational changes occurring within nations
as a result of global pressures on local policies (Tjeldvol 1997).
J.Urry (1998) is one of many observers who have noted that global
networks and new technologies have shrunk time and space and are
transcending societal control and regulation. Although it is now possible to
entertain the idea of global citizenship—involving global risks, global rights,
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and global duties, the organizations that facilitate the process of
globalization—among them the United Nations, the World Bank, the
European Union, Greenpeace, and CNN—have so far not fully replaced the
lost local and national sovereignty—particularly in economic and financial
areas.
But globalization can also work to the advantage of social and
economic development in developing countries and among disadvantaged
groups of society.
In any event, globalization has become a permanent feature of our
social, economic, and cultural space. It might help us to understand and
accept that the world continues to undergo immense transformations and is
beset by problems that can and must be dealt with on a worldwide basis
(Sadlak 1998).
Globalization, internationalization, and change in higher education
Together, globalization and internationalization are transforming our
universities.
The internationalization of universities is not a new phenomenon.
Indeed, higher education has always had an international flavor. The idea of
cross-cultural cooperation in culture, science, and education was quite
pronounced as early as in the seventeenth century. In medieval Europe,
students wandered from Bologna to Paris to Oxford, and university
education transcended national frontiers.
The twentieth century opened a new page in the universities’
transcendence of national boundaries. In the first half of the century
colonial empires created universities in their overseas dependencies, mainly
for training colonial administrative elites. As the colonies gained
independence, the process took on a new meaning. The new universities no
longer aspired simply to reproduce Western higher education but now
sought to understand and meet local needs. Under both conditions, the
international activities of Western universities centered on the transfer of
higher education models to colonial and postcolonial countries.
After the second world war, the internationalization of university life
in Europe and North America became much more differentiated. During the
8
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cold war, East and West vied for influence among developing nations.
Governments eagerly provided funds to bring students from Africa and
other continents to their universities. The Soviet Union, before its collapse
in late 1980s, welcomed thousands of students from the developing world
to its best universities. Among the training programs created for instructors
who worked with foreigners was an excellent system for teaching the
Russian language to foreigners.
In the 1980s and 1990s, international academic cooperation became
important for other than political reasons, as a restructured world economy
and new world markets came to drive the internationalization of higher
education. International student mobility burgeoned—increasing by more
than 300 percent in the last quarter of the century (Brunch and Barty
1998). But new forms of international cooperation emerged as well. Today,
internationalization in higher education implies curricular reform, research
cooperation, discipline-based networks and associations, distance learning
across frontiers, regional and cross-border institutional partnerships, and
international work placements.
The benefits of internationalization in higher education
The UNESCO Policy Paper for Change and Development in Higher
Education

(UNESCO

1995)

underlines

the

importance

of

internationalization not only for higher education but also for sustainable
human development. The growing internationalization of higher education,
according to the Policy Paper, is primarily a reflection of the global
character of learning and research, which is being reinforced by economic
and political integration, the growing need for intercultural understanding,
and the global nature of modern communications and consumer markets.
The Policy Paper underlines the fundamental role of higher
education in the development, transfer, and sharing of knowledge.
International cooperation helps to narrow the gaps between nations and
between regions in science and technology and to improve understanding
among individuals and peoples so as to promote the culture of peace. Its
other advantages are obvious: scarce resources can be pooled, duplication of
effort can be avoided, and projects can be chosen and designed in light of by
collective agreement and after careful review.
9
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An individual university can never hope to attain the highest
standards in every field. This is why interuniversity cooperation is becoming
increasingly important to avoid the marginalization of certain institutions,
particularly in developing countries, and to make academic excellence more
readily available through a division of tasks among universities.
The importance of internationalization is well recognized by
educators and governments. It broadens the knowledge base of participating
institutions, increases the scope of research, enriches curricula. The presence
of international students and academics widens the cultural horizons of
home students and staff. Students return home after overseas training to
develop their societies in a process of exchange that contributes to global
political and economic stability (Callan 1998).
International

education

and

training

also

promote

personal

development. Regardless of their field of study, those who take part in
international programs develop the following abilities:
•

to recognize and deal with differences

•

to understand emic and etic thinking—the difference between perceiving
another culture from the inside and from the outside

•

to recognize the “knowledge gap” that is an inevitable characteristic of a
mind brought up in one culture

•

to communicate cross-culturally

•

to become aware of one’s lack of knowledge, an awareness that stimulates
the desire to learn

•

to think comparatively

•

to change one’s self-perception

•

to compare one’s own country cross-culturally

•

to learn about other cultures from within

•

to diagnose situations encountered in other societies, both personal and
educational

•

to understand differentiation, which is essential for comparative
thinking

•
10

to understand a variety of learning styles. (Mestenhauser 1997)

Russian Language Journal, Vol. 55, 2001-2005

The language barrier in international cooperation
What are the conditions that make international cooperation possible and
successful? And what practical problems confront educational institutions
wishing to engage in international cooperation?
Language. In addition to the lack of financing, inadequate
information, and differences in organization and curriculum, one of the
most serious problems in the internationalization and globalization of
higher education is language.
Although it may not present a problem for cooperative programs
based on ex-colonial links or between countries using the same language,
elsewhere language issues—and language courses—constitute a big part of
international programs.
Internationalization in higher education would not have gone far if it
had not been for the lingua franca of international exchanges—English—
which has helped many nations maintain and develop their international
contacts. Despite criticism from those who perceive a risk of “ghettoization”
of international students in English-taught programs or who are otherwise
reluctant to teach or study in a language other than their own, that
situation is not likely to change in the near future (Callan 1998).
One of the first prerequisites for successful international cooperation
is, literally, the “mutual understanding” that comes from teaching and
learning in a common language. That often means offering academic
programs in a language that prospective foreign students will understand.
Many

European

countries

have

signaled

their

conversion

to

internationalization by introducing English-taught courses to accommodate
or attract foreign faculty and students (Elliott 1998).
As programs in English have proliferated, governments have
consistently emphasized the need for language competence in policies
aimed

at

internationalizing

campuses

and

integrating

international

components into curricula (Callan 1998). In this respect, West European
countries, with their tradition of language education, have an advantage
over Russia.

11
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Language learning behind the Iron Curtain
Life behind the Iron Curtain was not particularly conducive to learning
foreign languages. Primary and secondary school language programs gave a
very general idea of grammar and vocabulary but did not teach children to
communicate. At the university level, students in specialized programs
could reach a high level of language proficiency, but it was not common for
average Russians to be fluent in a foreign language.
In those days, contacts with foreigners were viewed with suspicion,
and one could get in serious trouble for corresponding with a foreign friend
or receiving visitors from abroad. Language learners could not buy
magazines or newspapers or see a new film in the language they were trying
to master. Even listening to the BBC or the Voice of America was
discouraged, and for most people foreign travel was an unattainable dream.
Students who did not major in languages met their language requirement by
showing that they had read a certain number of texts. University programs
for prospective foreign-language teachers included few contemporary radio
and television programs, being based instead on nineteenth-century
literature.
It is surprising that under these very limiting conditions a very
effective method of teaching foreign languages was developed in Russia.
... And once the curtain came down
Things changed drastically in the late 1980s, as borders opened and people
started to travel and do business with foreign partners. Interest to learning
languages boomed, and now children know that they need languages for
life.
It has become common for students at St. Petersburg University,
regardless of their field of study, to speak one or two foreign languages.
Most students and faculty members can communicate more or less well in
English. At St. Petersburg alone English is taught in eight separate
departments. Nine centers offer academic programs in English to outside
customers. Today, some 500 individuals are involved in teaching English at
St. Petersburg University.

12
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Two new faculties of the university—management, founded in 1993,
and international relations, founded in 1994—exemplify the efforts of
Russian academics to integrate themselves into the global educational
community. Here language learning plays a prominent part.
The new faculties emerged thanks to extensive connections with
overseas partners. The faculty of management, in cooperation with the Haas
School of Business at the University of California at Berkeley, trains its staff
in the top universities and business schools of the United States, Sweden,
Germany, and other countries. The faculty has excellent links with foreign
businesses operating in St. Petersburg. Several years ago they began to offer
a master’s degree in international business, taught in English, one of very
few programs taught in a language other than Russian.
The faculty of international relations, although quite young, has
already become a member of the American Association of Professional
Schools of International Affairs (APSIA). Students must take two foreign
languages. Most of the faculty specialize in international relations and
diplomacy, area studies, history, and world politics.
Globalization—and the internationalization of education—demand
more attention to history, area studies, and cross-cultural studies. In
addition to being taught in the faculty of international relations at St.
Petersburg University, these subjects form part of the language program
offered in the university departments of philology. Sociologists, too, do
significant cross-cultural work.
Finally—the Center for Russian Language and Culture at St.
Petersburg University. We believe that Russian is one of the most
important world languages—not only because millions of people speak it,
but also because of the huge contribution of Russian literature to world
culture. The center provides programs for foreign students, faculty, and
specialists, accepting more than 1,000 students annually from 40 countries
of the world. Sixty highly qualified instructors teach Russian as a foreign
language in standard and tailor-made programs for all sorts of customers.
An eye to the future
It is hard to believe that so much can have changed in just 10 years, but
there remains plenty of room for improvement in our current language
13
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programs. We still have far to go to improve our range of offerings in other
languages. University language programs for students not majoring in
languages are still oriented toward passive skills—reading and translation.
Students are trained in grammar, typically using specialized texts. Thus
trained, they are able to find their way in their field of specialization, but
oral communication and competent written expression remain problems.
The processes of globalization in which we are all involved require
that all students—not just language students—should get more substantial
training in foreign languages than they do now, using a wider range of
methods. Given the lack of funds and high teaching load of our language
instructors, it will not be an easy task. But here, as elsewhere, the solution
may lie in more and better international cooperation, such as that
represented by the conference from which this volume has emerged.
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The concept of “world language”
V. G. Kostomarov
Although the United Nations has declared that its working languages—English,
Russian, French, Spanish, Chinese, and, more recently, Japanese and Arabic—
are “world languages,” there is no strictly linguistic basis for such a claim.
Indeed, many linguists reject the term, and many of those who do accept it
believe that it denotes—roughly—an artificial global language. Moreover, many
find in it an unpleasant hint of the pseudoscientific idea that one language can
be superior to another.1
Russian views of Russian as a world language
Russian linguists tried to move away from the purely axiomatic usage of the
phrase by analyzing the unique peculiarities of Russian. Although that effort
was tied in many ways to a view of Russian as sacred—because it was the
unifying language of all nations, the bearer of the idea of Soviet order—there
was a grain of reason in the linguists’ work. The Russian language was, in fact,
more than simply the lingua franca of the USSR: it had grown before our eyes
into a language in wide use around the globe.
Of Russian as a world language, V. V. Vinograd wrote in 1945:
With the headlong growth of Russian culture and civilization,
with the influence of Russian literature, and with the growth of
the Soviet government’s international influence, knowledge of
Russian became more and more widespread, not only among
peoples of Eastern Europe and North and Central Asia, but also
penetrating the west—in Europe and in the Americas, and in the
south and east—in Asian Turkey, Persia, China and Japan. (152)
Primarily on the basis of the widespread growth of Russian in Western
Europe from the eleventh to the twentieth centuries, M. P. Alekseev (1984)
noted that although the means and conditions leading to the expansion of a
language beyond its borders had been sufficiently researched,
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the aggregate of these factors is so complex—the means are so
diverse, and the conditions are so dissimilar—that any attempt to
elucidate several common features underlying the process by
which a foreign language expands in foreign conditions runs into
specific difficulties that stand in the way of strict scientific
formulations.
The growth of a language’s use and popularity cannot be explained by
its aesthetic or historical value, Alekseev argued. That growth “cannot be
separated from the development of society, from the history of those people
who are the creators and carriers of that language,” or from the history of the
social formations that led to the language’s widening use.
According to Alekseev, a language spreads not because of its unique
grammatical or aural qualities but because it serves as the instrument of
thought of an advanced culture, enabling those who learn it to join the culture
and to extract its spiritual wealth. Only the languages that have offered such
advantages have gained universal use or achieved truly worldwide significance
in their time.
World language and “the social functions of language”
Most authoritative authors—including leading Russian sociolinguists V. A.
Avrorin, P. A. Bulgakov, Yu. D. Deshereiv, M. M. Usaev, and I. F.
Protchenko—have avoided using “world language” in their professional work.
Other researchers, however, have fruitfully used the term, so that it has entered
scientific usage and ceased to be the possession of publicists alone.2
Desheriev (1966, 32) developed well-known classifications of languages
as national, intranational, and international. In 1979, he linked the position of
Russian as a world language with its social functions—while simultaneously
eliminating inaccuracies from his diagram of the language’s social functions, its
spheres of usage, and the forms of its existence. It should be noted, however,
that treating the social functions of language as a purely linguistic category,
separated from the concept of spheres of usage, appears ill-conceived, resting as
it does on the identification of nonlinguistic, extralinguistic, social-linguistic,
and even strictly social concerns (see, for example, Mikhailovskaya 1983).
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Ivanov, Mikhailovsky, and Pankin (1986, 17–20) provide a similar
correlation of indicators of Russian as a world language based on a triad of
national, intranational, and international language features.
It is only natural that social functions are determined on social or
extralinguistic bases, but at the same time their linguistic content should also
be determined, as should their distinctive and shared lexical-semantic,
syntactical, and stylistic features. Even widely accepted distinctions between
information-exchange functions and cognition—or, in keeping with functionalstylistic

systems,

the

separation

of

these

concepts

into

intercourse,

communication, and influence—ultimately rests, like all modules of language
function, on a foundation that is language-external, for these distinctions take
into account such factors as the spheres and the purposes of language
application.
For the practice of language teaching, particularly the teaching of
“global” languages—those taught in the educational systems of the majority of
countries—it is important that, despite the concurrence or convergence of their
functions in the twentieth century, the principles of selection and composition
of stable syntactic blocks of expression remain wholly distinctive in their
overall stylistic-functional systems.
A language fulfills its purpose to the extent that it is stylistically
differentiated, a differentiation that is historically determined by its social
functions. But it is only through an examination of a language’s objective,
material facts and of those styles that do not follow directly from the
necessities of verbal communication (that is, from its functions) that one can
assimilate the language’s fully shaped methods and modes of use for various
purposes and under various conditions (Vinogradov and Kostomarov 1967).
The characteristics of a world language
The nature of the language’s functions is an indicator of its status as a world
language, one that exists in conjunction with national languages and serves as
one of them. Such a language, for example, allows speakers to concentrate
more efficiently and accessibly about the preservation and transfer of a mass of
commonly valued information in projects shared by all members of an
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international group. Consider, for example, scientific-technical information,
much of which has weakly expressed national traits.
A global language is also characterized by particular usage-spheres (such
as transportation or information networks); by the methods used to study it
(usually it is not studied from childhood as a native language, for example); by
the fact that it is used by people who have not completely mastered it; and by
a cultural and ethnic neutrality, or, as theorists of English as a world language
put it, a “denationalization” of the language (Kostomarov 1986).
In addition to its functions, other indicators of a language’s global
status—and thus additional terms in any definition of “world language”—are
the scope of the language’s dissemination (not simply the number of people
who use it, but its presence in a majority of countries) and the degree to which
it is consciously and deliberately used. Here, its designation as a world
language by the UN might be seen as a minimum.
A language’s attainment of international social functions, like its overall
functional development, is tightly linked to the presence of a literary
standard—that is, of “words polished by masters,” in contrast to popular
speech, dialects, and jargon—as well as by an advanced and strong written
literary tradition that corresponds with educated, oral conversational speech,
explicit principles and norms, a rich and varied lexicon; and other strictly
linguistic parameters (Kostomarov 1972).
V. V. Ivanov, N. G. Mikhailovsky, and V. M. Pankin (1986, 17–20)
provide a similar correlation of indicators of Russian as a world language based
on a triad of national, intranational, and international language features. But
when discussing social functions, the authors emphasize the degree of
prevalence and dispersion of the language, the limits and dimensions of its use,
and the forms of its assimilation.
Recently, under the weight of the situation in Russia and other countries
of the former Soviet Union, we have seen a lowering of the prestige of the
Russian language, a change in its social functions, and a decrease in its study in
foreign countries. As a result, Russian scholars are losing interest in the study
and development of world-language issues, quietly leaving this work for
scholars of Chinese, Romance languages, and English.
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The purpose of these remarks is to call attention to the unfairness of
such a position: despite the current, unfavorable conjectures, Russia was and
remains a great power, and Russian was and remains a full member of the club
of world languages.
Notes
1. A version of these remarks was published in Russian in 1997 in the Bulletin
of Russian Philology, volume 82, number 1–2.
2. In the field of Russian language studies, one can list the dissertations of
Czech scholars (I. Skatsel and I. Kraus), Poles (Z. Kharchuk, L. Grokhovskoi,
and O. Spirydovich), Hungarians (I. Bakon, Ya. Gardush, and I. Poch),
Bulgarians (S. Rusakiev, M. Bonev, P. Filkova, S. Peicheva, and A. Tseneva),
and Russians (V. S. Lizunov, A. L. Grebenev, M. O. Sivenko, G. B. Khruslov,
L. N. Grigoryeva, and many others).
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Change agents and change agencies in language education:
Implications for LangNet
Richard D. Brecht
There is nothing more difficult to plan, more doubtful of success,
nor more dangerous to manage than the creation of a new order
of things…. Whenever his enemies have the ability to attack the
innovator they do so with the passion of partisans, while the
others defend him sluggishly, so that the innovator and his party
alike are vulnerable.
—Niccolo Machiavelli, The Prince, as quoted in Rogers (1995)

Educational innovation is a richly satisfying enterprise, particularly in an age of
rising demands and expanding technology. But unless the innovators have an
explicit strategic plan and a dedicated system for diffusing their work,
innovation is destined to have little or no impact on the teachers and learners
for whom it is intended. That truth lies at the heart of the literature on the
diffusion of innovation.
The focus of this chapter is innovation in language learning as
represented by LangNet (http://www.nflc.org/infolangnet/). LangNet is a new
learning-support system that uses a Web-based search and retrieval system to
share reusable learning objects. Although the Advanced Distributed Learning
Network (http://www.adlnet.org) and the IMS Global Learning Consortium
(http://www.imsproject.org) provide technical and content standards for
“interoperability of applications and services in distributed learning”—as noted
on the IMS site—LangNet remains the only comprehensive and substantive
embodiment of the learning-objects approach to the teaching and learning of
languages. As such, it stands as the primary vehicle for diffusion of this
remarkable educational reform strategy, which takes full advantage of the
World Wide Web to provide customizable learning on demand.
LangNet is being developed as a collaborative initiative of the National
Foreign Language Center (NFLC), national language teachers’ associations,
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and federal agencies concerned with language education. With initial funding
from the Fund for Improvement of Postsecondary Education (FIPSE), LangNet
is designed to align language learning resources with the learning needs of
students, allowing language learning to be tailored to specific types of learners
and even to individual learners. LangNet facilitates the application of resources
to language learning through the delivery to teachers and learners of three key
LangNet products:
•

Diagnostics that determine the learning needs of learners and teachers

•

Learning plans that help students progress from one level of proficiency to
the next

•

Sharable learning resources appropriate to the user being served.

Innovation diffusion
According to Everett Rogers (1995), innovation diffusion requires a
clear mindset or intent, adequate knowledge and understanding of the process
of diffusion, and an active diffusion network, the sole purpose of which is the
institutionalization of innovation.
Any innovation diffusion system can be broken down into the following
parts:
•

Change agency. A change agency is an institution whose function is to
initiate, support, and institutionalize beneficial change for its client system.
In the language world, the national teachers’ associations constitute the
traditional change agencies. In the world of higher education, FIPSE is the
quintessential change agency.

•

Client system. The clients of educational innovation are, of course, learners
and teachers, as well as the makers of education policy. The teachers
represent the primary target of innovation, as they constitute the primary
gatekeepers in the system.

•

Change agent. “A change agent is an individual who influences clients’
innovation-decisions in a direction deemed desirable by a change agency”
(Rogers 1995, 335). Change agents bridge the “social and technological
chasms between the change agency and the client system” (336). They are
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administrators, researchers, and teachers who are keenly aware of the
shortcomings of the language education system, deeply committed to
reform, and broadly knowledgeable about education, technology, and
language learning.
•

Innovator. The role of the innovator is “that of launching the new idea in the
system or importing the innovation from outside of the system’s
boundaries. Thus the innovator plays a gatekeeping role in the flow of new
ideas into a system” (Rogers 1995, 264). For the most part, the innovators
in the language community are the teachers who are determined to improve
their students’ performance by looking beyond the narrow confines of their
classroom.

•

Developers. Finally, or course, there are the innovation developers, the
people who actually design, develop, and implement innovative programs,
materials, and technologies. In language they are theorists and practitioners
who come from the formal education system, from the government
language-education network, and from private-sector publishing and
training.
The leaders of FIPSE-sponsored programs arguably constitute the best

sample of educational change agents, innovators, and developers in this
country, with the latter two roles dominant. The problem is that the education
community is getting quite good at supporting innovators, but the roles of
change agent and change agency are still as vaguely developed as they are
crucial to change and reform in language education. The challenge is to
improve innovation diffusion by strengthening the roles of the change agent
and change agency.
The change agencies associated with LangNet are FIPSE, the NFLC, the
national language teachers’ associations, and the Defense Language Institute—
all looking to institute a new mode of cost-effective, quality assured, and
learner responsive language learning and instruction.
The challenge of being a change agent
Rogers distinguishes two abiding characteristics of change agents: social
marginality and information overload. Social marginality characterizes the
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inevitable gulf between the change agent and the client system: “As a bridge
between two differing system,” writes Rogers, “the change agent is a marginal
figure with one foot in each of two worlds.” Making this gulf even more
difficult to bridge is the change agent’s chronic information overload. Change
agents usually are so infused with information and enthusiasm that
communication inevitably breaks down because “excessive communication
inputs cannot be processed and utilized” (336).
These deficits notwithstanding, the change agent’s role is crucial. Stated
in a form condensed from Rogers, change agents are responsible for defining
systemic needs and identifying clients’ motivations, developing a clear strategy
for change, implementing the change process, and institutionalizing the change
in the client system.
The change agent’s initial task is to identify points of leverage—that is,
the positive and negative motivations for change in the system.
The clearest need of language teachers and administrators today to
respond to growing demands for true language competence. It is a paradox that
the nation’s chronic failure to appreciate the need for language ability persists
in the face of that growth. Despite rising demand from government and
business, educators must repeatedly make the case for language programming
to state governments, university administrations, and students.
Above all, teachers and learners seek programming that is better, faster,
and cheaper. Better in the sense of providing more appropriate instruction to
an ever broader range of students and taking students to higher, more
professionally usable proficiency levels. Faster and cheaper by providing
distributed learning and distance education grounded in networks and
supported by technology.
We have said that change agents must have a clear understanding of
teachers’ and learners’ motivations, both positive and negative, for instituting
change. For language teachers, the incentives for change are the same as for
most other teachers: promotion, prestige, salary, and savings of time and effort.
For learners the common motivations are effectiveness, convenience, and cost.
The professional teachers’ associations that act as change agents for LangNet
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guarantee an understanding of programming needs and motivations for change
within the LangNet system.
Developing an innovation diffusion strategy for language education
The next step in the innovation diffusion process is the development of a plan
for creating, in Rogers’s words, “intent in the client for change and translating
that intent to action.” This requires an understanding not only of client needs
and motivations, but also of the context for change and its applications.
For the language field, such contextual understanding must start with
the work of visionaries. In education those visionaries include Howard Gardner
(Frames of Mind: The Theory of Multiple Intelligences), Niel Postman (The End of
Education: Redefining the Value of School), and controversial critics like Lewis J.
Perelman (School’s Out: A Radical New Formula for the Revitalization of American’s
Educational System). In technology they include Tim Berners-Lee (Weaving the
Web: The Original Design and Ultimate Destiny of the World Wide Web), Ray
Kurzweil (The Age of Spiritual Machines), and Michael Dertouzos (The Unfinished
Revolution: Human-Centered Computers and What They Can Do for Us). In
language learning one thinks of the latest North East Conference publication,
Beyond the Boundaries: Changing Contexts in Language Learning, among many
others.
In addition to basing their diffusion strategy on the work of visionaries,
would-be change agents in the language field must be aware of the leading edge
of basic and applied research in second-language acquisition (SLA),
instructional and informational technology, education and educational policy,
and psychology and cognition (for instance, the National Research Council’s
recent publication, How People Learn: Brain, Mind, Experience, and School).
The conference that produced this volume brought together some of the
leading experts in SLA to paint a picture of the state of the art of language
learning and teaching in the areas most critical to the enterprise, areas that
must be well understood if innovation is to take root and spread. Those areas
include the learner, curriculum, assessment, technology, faculty development,
and articulation of language education from kindergarten to college.
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Any successful change strategy must also be vetted in discussions with
focus groups of learners and teachers to determine their reactions to the
proposed innovation. Too many proponents of innovation are content to
proceed without empirical evidence for or against dissemination. Other vetting
should involve policy leaders from the national teachers’ and presidential
associations in the language and education fields as well as organizations
concerned with accreditation, certification, and licensure.
In LangNet the vetting process is facilitated through the involvement of
the professional language teachers’ associations, which appoint their leading
scholar-pedagogues to oversee the quality of the system’s learning plans and
“sharable learning objects.” The LangNet staff has visited many campuses to
conduct focus groups concerning the appropriateness and effectiveness the
innovations offered by LangNet.
Translating strategy into change
To implement LangNet’s innovative ideas, the language education field needs
what Rogers calls “opinion leaders” and “innovators.” The opinion leaders in
the language business are the leading SLA researchers, association heads, deans
and provosts, and editors and publishers of the leading journals and
pedagogical materials. The innovators usually are faculty members sprinkled in
programs around the country who have the knowledge and aptitude to identify
and adopt innovation. Most often they teach in schools known for their
willingness to experiment, in elite schools with the resources to innovate, in
community colleges that are traditionally driven by the constantly changing
needs of their students, and in continuing education programs similarly
needful of being responsive to adult learners.
From its beginnings LangNet has called on the national teachers’
associations to form national boards of scholar-pedagogues to advise LangNet.
LangNet has been presented before national meetings of educational
associations (American Association of Colleges and Universities, American
Council on Education); funding organizations (FIPSE, National Security
Education

Program,

and

the

U.S.

Department

of

Education’s

Title

VI/Fulbright-Hays network); federal language agency meetings (Interagency
Language Roundtable); national language organizations (American Council on
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the Teaching of Foreign Languages, Modern Language Association, and
National Council of Organizations of Less Commonly Taught Languages); and
the national organizations for many individual languages.
Another vital step in the implementation of innovation is the
establishment and maintenance of what Rogers calls an “information exchange
network” to which would-be innovators can turn for information on how to
apply the innovations that excite them. Most important is information about
those qualities of the innovation that are vital for its adoption, such as:
•

Its relative advantage—how it is better, faster, or cheaper than the idea it
supersedes.

•

Its compatibility—how it is “consistent with the existing values, past
experiences, and needs of potential adopters” (Rogers 1995, 224). In the
language field, this might mean that the innovation was proficiency based,
learner oriented, and consistent with the notion of the language learning
career.

•

Its complexity, or how difficult it is to understand and use.

•

Its susceptibility to trials and experiments of limited scope.

•

Its observability, or how clear its results will be to others. Observability is a
problem for any curricular change, as improvement, particularly at the more
advanced levels, is extremely difficult to discern, let along document with
existing testing instruments.
LangNet is designed to meet Rogers’s requirements for an effective

information exchange network.
•

First, its relative advantage is that it enables more responsive programming,
including support of learning and instruction at the superior/distinguished
level, a rarity in the language field.

•

Second, LangNet’s learning plans are based on fieldwide standards that are
recognized by all and compatible with existing values.

•

Third, it is simple to use a LangNet diagnostic tool to produce an
appropriate learning plan and related resources, even though that tool was
very complex to produce.
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•

Fourth, LangNet can be used to add value to an existing course. It does not
require major reform or replacement of existing programming.

•

Fifth, the ultimate goal of LangNet is to provide each learning plan and
even each sharable learning object with an assessment component, so that
users can assess whether the learning task has been mastered.
The last requirement for effective diffusion is that the innovation be

supported by demonstration sites, both experimental (to evaluate the
effectiveness of an innovation) and exemplary (to facilitate diffusion through
effective, confident, and highly visible programming). In addition, a rigorous
process of faculty and learner development must be implemented. Often
ignored, learner development must include clear support for self-management
on the part of the learner.
FIPSE is currently funding a limited LangNet demonstration project
involving the University of Maryland and Northern Virginia Community
College. The project has taken on several federal language-teaching programs as
demonstrations and is looking to add other campuses and schools.
Institutionalizing change
According to Rogers, change is institutionalized when the client system takes
genuine ownership of the innovation. Although individuals and institutions
can own an innovation—in the sense of treating it as their responsibility and a
source of pride and identity—mass adoption and continuance are best ensured
through ownership by the language field itself through the publications, Web
sites, conferences, workshops, and summer seminars of its national teachers’
associations. In addition to these traditional means, each association should
establish an innovation diffusion network with an integrated business plan for
long-term maintenance.
LangNet aspires to be a permanent part of the language learning
landscape, sustained by the professional organizations and their members. The
sustaining business plan revolves about the notion of an “information
intermediary.” As defined by Hagel and Singer (1999), the role of the
“infomediary” is to “help customers capture, manage, and maximize the value”
of information about themselves.
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The quintessential innovation diffusion network is the agricultural extension
service, which takes innovation—produced through university research and
corporate research and development—and diffuses it through extension
specialists and county extension agents specializing in agriculture, home
economics, and youth. The extension subject-matter specialists in state schools
of agriculture interpret current research findings to extension agents, and thus
to clients (Rogers 1995, 360).
A permanent system designed for the specific purpose of innovation
diffusion, the extension service works with local farm bureaus and with state
and national organizations. The equivalent in the language field would have as
its local change agents teachers at all levels of education interacting with
university-based, discipline-specific specialists to move innovation from
researchers to teachers and learners in every locality in the country.
In LangNet, the national boards of scholar-pedagogues who interact
with faculty at the demonstration sites would serve as the extension specialists,
while the national associations would build a national network of local change
agents.
Conclusion
The development and promotion of innovation have become more widespread
and systematic in language education, as in education as a whole, due largely
to the growth of information and instructional technology. The abiding
difficulty in innovation is its diffusion, a problem that has vexed funders for
years and continues to receive attention from agencies like FIPSE. It may be
time for FIPSE and other change agencies to consider building an educational
equivalent to the agricultural extension service—an educational extension
service—to diffuse education innovation nationwide. Such a national resource
would support discipline-specific innovation diffusion systems like LangNet at
the NFLC and RussNet at the American Council of Teachers of Russian.
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Learners and teachers:
The application of psychology to second-language acquisition
Madeline Ehrman
The successful acquisition of second languages depends as much on good
psychology as it does on sound linguistics. Both teaching and learning can be
enriched by understanding and applying basic psychological principles.
The speaking and reading performance of second-language learners has
received a great deal of attention in areas of applied linguistics such as
conversation analysis, speech production analysis, oral testing research,
classroom interaction analysis, and task-based learning research.(Ellis, 1994).
In addition to linguistic variables, researchers have examined psychological
determinants of learner achievement in speech performance, among them
“individual

difference

variables.”

These

relatively

stable

learner

characteristics—including language aptitude, motivation, and personality—
have been found to exert a pervasive influence on various learning behaviors,
including the learning of second languages. (See, for example, Arnold 1999;
Dörnyei 1994; Ehrman 1996; Leaver 1998).
Less attention has been given to interpersonal factors; the most
comprehensive treatment of this dimension is Ehrman and Dörnyei’s (1998a)
book, Interpersonal Dynamics in Second Language Education, on which much of this
chapter is based.1
Psychology: Understanding—and changing—individuals and groups
Psychology is both a branch of science and a set of approaches to healing. As
science, it accumulates and interprets observations, experimental and natural.
A psychologist seeks regularities of human behavior that can be described and
predicted. The prediction can then be tested on large numbers of cases, leading
to the replication—and refinement—of findings. When applied to individuals,
the subject matter of psychology is regularities in cognition, affect, and
personality. In social psychology, the phenomena in question are the
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interactions of human beings with each other. The attempt to predict behavior
in statistical, aggregate terms is referred to as nomothetic investigation. (Many of
the specialized terms used in this chapter are defined in appendix 1.)
Clinical and counseling psychology, by contrast, represent efforts to
understand individuals. They are not necessarily scientific in the sense of
enabling us to predict behavior from one individual to another. Instead, they
help us first to understand and then to initiate changes in behavior. As science,
the inquiries of clinical and counseling psychology are “single participant”
investigations, a type currently less popular than statistically normed largegroup studies (Morgan and Morgan 2001). The focus is the individual, who is
understood to be unique. When the individual is a unique field of study, the
approach is called idiographic.
Work on groups follows the same division between the nomothetic and
the idiographic. Efforts to understand how groups work—especially small
groups of the sort found in classrooms and organizational work units—are part
of social psychology. Group theory is an outgrowth of efforts to help people
change and is thus also in the clinical-counseling tradition. To help people
change, it is necessary to develop models of their behavior, which, in turn,
gives the modeler some ability to predict the behavior of other people. Such
models are based on observations—of what individuals say, of their
attributions (their beliefs about others’ motives and intentions), and of their
behavior. Some models—including those discussed in this chapter—have
proved so useful that they are widely applied in work with many individuals.
Metaphor in model building
In coming to a nomothetic understanding of individual and interpersonal
processes, psychologists—particularly clinical and counseling practitioners—
often use metaphors and analogies as they build hypotheses and interpret
observations. Some of the psychological concepts addressed in this chapter are
extended metaphors that theorists have developed to make sense of human
behavior, rather than hypotheses derived purely from measurable phenomena
and testable under laboratory conditions. Many come from the protracted
process of constructing and construing life narratives during long-term
psychotherapy.
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These extended metaphors explain the behavior of individuals and
groups so well that they have persisted as the bases of disciplines ranging from
psychotherapy through literary criticism to organization development. Some—
such as Sigmund Freud’s ego, id, and superego—are so powerful, so useful, that
they have become nearly axiomatic in Western culture. As the foundation for
constructive interventions in the functioning of individuals, small groups, and
organizations, they can also serve our efforts to understand the psychology of
second-language teaching and learning.
Multiple perspectives on learning
When histologists examine a piece of tissue, they may look for a variety of
different structures. To reveal some structures they may use a purple stain; for
others a blue or yellow chemical. The tissue is the same, but the stains and the
structures they reveal are different. Similarly, when we look at various
structures in the tissue of human behavior, we must use a variety of stains or
lenses. Some structures show up best when we use one theory or model as our
lens—others stand out more clearly through another theory or model.
In the words of philosopher, psychologist, and linguist Alfred Korzybski,
“the map is not the territory.” A given territory may be charted in various
maps focusing on different aspects: political boundaries, population density,
physical contours, tourist attractions, transportation lines, and so on.
Similarly, in the learning process, people interact at several levels. The
most common are:
•

Within the individual (intrapersonal processes)

•

Between two individuals (dyadic processes or dyadic relations)

•

Among members of a group (group dynamics)

•

Between groups (intergroup dynamics)
All of these levels of interaction are important to understanding what

goes on in classrooms—and in other learning settings. Inasmuch as groups are
composed of individuals, intrapersonal processes are an important factor in all
interpersonal processes. Group dynamics can reflect behavior that is also
describable in individual terms, such as dependency, fear, and rebellion. Any of
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the four levels—intrapersonal, dyadic, group, and even intergroup—may be at
work in a class of language learners.
For example, consider Adam’s description of a classroom that was
difficult for him.
I felt that most of the students were afraid of talking. They were
anxious when they had to speak. It often happened, for example,
that the teacher asked somebody to volunteer to speak. And
nobody raised their hands, nobody, although we had already
reached the language proficiency level where we loved talking.
But we couldn’t raise our hand because of the atmosphere. I
remember when a student sitting next to me was very scared of
speaking. She said: “I wish I didn’t have to speak now, because I
don’t know anything, and I don’t dare speak, and what will
happen if I make a mistake?” Our attendance became irregular,
the same as any other boring lecture at the university that the
students seldom attend. It was rare that the whole group was
together. We stood by each other in such a way that the teacher
was on one side, and we were on the other, because none of us
liked the teacher. We often talked about this among ourselves; it
was a common topic. But outside class, we reminded each other
of the unpleasant experiences in class. We lost all initiative, and
the group did not really organize anything for itself; we didn’t
move forward. The topics that were connected with the negative
experiences, if they ever appeared in everyday life, the bad
experiences appeared with them, so I would feel bad and not
really feel like talking about them. (Ehrman and Dörnyei 1998a,
3–4).
Adam’s description of a demotivating class has references to all three
levels of interaction. At the individual level, Adam speaks of how he dislikes
the class and the topics that came up in it. He describes ways the students (as
individuals) would “defend” themselves against unpleasant feelings. We saw a
dyadic interaction when an inhibited student told Adam about her fear of
speaking up; a series of dyadic interactions occurred between the teacher and
each of the students. Among the members of the group, we saw avoidance and
a kind of negative cohesion fueled by dislike of the teacher.
Another category of multiple perspectives is the observer’s experience:
Sometimes it is appropriate to deal with experience logically and analytically;
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at other times, a more free-floating approach is needed. Both are legitimate
perspectives and ways of knowing.
Let’s look at a small language class in which interpersonal processes have
gone awry. Nancy, an adult learner, is preparing for service overseas. Because
some of her classmates will also work in the same city and office, it is
important that they maintain a relationship with each other. Nancy interacts
extensively with three of these students—Betty, Charlie, and Terence. Her
learning is not going as well as she would like.
I’ve really been having a hard time lately. Sometimes I just can’t
even concentrate enough to hear what’s going on in class. There
have been days when I’ve gone home so upset that I can’t study. I
was able to pull myself together enough to come see you, but the
problem is still there and not getting any better. I feel really
hindered and inhibited by Terence and Betty. They’re
competitive and aggressive, and I feel intimidated. When it is
their turn to speak, especially when they have prepared material,
they just go on and on in non-stop monologues. (Charlie isn’t
much of a problem—he seems uncompetitive.) I’ve been trying to
take some initiative to get a little time to speak, too, but I don’t
feel that I can be too aggressive about it, because I’ll be working
with one of these people when I go overseas. The whole
experience is draining me, I don’t want to study, and I know I’m
being prevented from doing my best. (Ehrman and Dörnyei
1998a, 5–6)
This situation may seem quite familiar to many teachers. All four
students have the ability to learn and were motivated to learn when they began
the program. All have been working hard and have consulted with the teacher.
They have been diligent in following suggestions about how to learn, but each
student tells a tale of frustration; Nancy’s is only the most recent. The teacher
shows dismay about the progress of the class, because the interaction of these
four is affecting all. Nancy, Betty, and Terence are intensely competitive;
Charlie has withdrawn.
What’s going on in with these students?
We can view these four learners as a problem subgroup; as four
individual students from the perspective of the teacher; as four individual
students from the perspective of each of the students; as a group of four
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interacting students; as a group of four students and a teacher; or even as a
group of four students and all the teachers who have worked with them. All the
points of view are legitimate, and the teacher or other observer needs to be able
to work with each of them.
Furthermore, each individual in the group of four carries with him or her
all the other identifications and groups to which he or she belongs. For
instance, Charlie is a military officer, with all that implies both to him and to
his classmates and teachers. Betty and Nancy are diplomats, and Terence is a
business executive. Not only do they bring these occupational identities with
them—they also have individual histories related to gender, ethnicity, and
education.
The four-person group shows little cohesion. There is potential for
subgrouping, with the two females (both foreign service officers) possibly
forming a kind of alliance, and the male nondiplomats forming another.
Terence may become a scapegoat because he does not fit into either of the
other alliances.
In another individual or group, a different set of dynamics may be
salient. In that case, it may be appropriate to examine the key defense
mechanisms in use. For yet another group, the role played by the teacher and
the effects of that role on the group may be the key approach. For instance,
Adam’s account suggests that the teacher played an important part in making
the classroom unsafe for risk-taking.
Any behavior has multiple functions. A joke may be a way of
establishing a connection with another person, or it may represent hostility. It
may serve as a defense against anxiety; or it may be a bid for group leadership.
Because almost any act or behavior can be interpreted in multiple ways, and
because most behaviors have meaning simultaneously at the various levels we
have described (intrapersonal, dyadic, group, intergroup—as well as the
familiar unconscious, preconscious, and conscious levels), psychological theory
considers behavior to be “overdetermined”—multifunctional and interpretable
at multiple levels and with multiple meanings.
For members of a group or dyad, multiple perspectives can be a source
of conflict. If two subgroups assume different perspectives on the same
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situation, they will experience that situation differently—neither more
legitimate than the other. To the bird watcher, a cat is a predator that
endangers the avian population, whereas for the cat owner, the cat is a valued
companion. If rigidly maintained , the two points of view could trigger a nasty
argument. But if the proponents of the two perspectives can operate at the
next level of abstraction, wherein the cat and the bird are both members of
nature and the cat has natural functions both as predator and as companion,
conflict can be managed. The issue then becomes one of figure and ground: for
the bird watcher, the cat as predator is the figure in the foreground; for the cat
owner, the cat as companion is in the foreground. In both cases, all the roles
the cat can play are present as part of the overall context, but they are not of
equal importance at all times.
It is a logical consequence of multiple perspectives that no one
perspective provides the entire picture, but that the more perspectives one can
manage, either simultaneously or in oscillation, the more complete one’s
experience and understanding can be. In the case of the bird watcher and the
cat owner, the ability to comprehend and accept both perspectives widens the
options and enriches the experience available to both.
When viewed with the foregoing comments in mind, case material can
be understood from a number of points of view, all of which may be valid.
From each point of view, we can expect to find something useful.
The individual
The basic unit for applying psychological insights in second-language
acquisition is the individual learner or teacher. Many of the processes that
occur between and among people are driven by what happens in the minds of
the individuals involved. Thinking and feeling processes characteristic of
individuals are echoed in group interactions.
Everyone with whom we deal has a way of filtering events that is likely
to differ from our own. We need to know, therefore, how to recognize and
account for some of those filters. For example, here is Bernard telling us about
his view of group learning:
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I’m afraid I can’t tell you about a good group. I’ve never been
able to work in a group. In class I just take things in, and what I
take in goes right out again. When I’m home, I start dealing with
it again, reading my notes or the book, and then I remember the
lesson. If have to be in a group, I want it so that everyone has
their duty. In our present group, there are smaller groups within
the big one, which I don’t like because there are people I don’t
even know.... When I shut up and try to listen, then everyone else
should do so, too, because then I can hear what the teacher is
saying. And when I’m not interested, then who cares about what
the others are doing? (Ehrman and Dörnyei 1998a, 25)
This statement tells us a lot about Bernard and the filters he uses when
he thinks about his relationships. We know, for instance, that he does not like
groups, that he has a strong preference—even need—to study alone, and that
he is uncomfortable with too much fluidity in groupings. We might guess that
Bernard experiences a threat to his personal boundaries from group interaction
and uses avoidance and group structure to help him manage the anxiety the
group arouses in him. We can understand Bernard’s critique of a teacher who
provided too little classroom structure in the light of this understanding.
The humanistic, psychoanalytic, and other models
Models, or theories, can help us understand individuals and groups. Like the
stains applied to laboratory tissues or the lenses used by a photographer, they
can help us understand the Bernards, Nancys, and others who fill our
classrooms. Even more important, they can help us understand ourselves.
Theorists look at human behavior from different angles, creating distinct
maps of the psychological territory. Some of the most important maps are the
humanistic tradition of Carl Rogers (1969, 1983) and Abraham Maslow
(1968), the psychoanalytic tradition of Sigmund Freud and his followers, and
the personality theories of Carl Jung. Later thinkers have built theories around
ego boundaries, perceptual and cognitive styles, and other ideas.2
Much is made of the differences between humanistic and psychoanalytic
psychology. The humanistic tradition emphasizes our capacity to realize our
human potential, whereas in the psychoanalytic model our choices are
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determined, or at least bounded, by our responses to past events. But both
approaches allow us to work productively with the same material.
A humanistic psychologist might say of Bernard, for instance, that he is
not very comfortable in his world, that he lacks choices about how to make use
of his classroom opportunities. Ideally, he could choose freely and
independently to work with others in his class, but so far he appears to have
chosen to limit himself to working alone. Bernard may be reacting to an
experience of the group as dangerous and therefore mobilizing all his resources
to avoid peril. No wonder he can’t remember much and has to go over it again
when he is alone. To a humanistic psychologist, Bernard would seem far from
self-actualization in this domain of his life.
To a psychoanalytic psychologist, Bernard may well be replaying
(unconsciously) difficult experiences from his childhood, such as intrusions on
his privacy or even on his thinking by parents or others, well meaning or not.
He may well have had a great deal of friction with siblings that constantly
affects his relations with others. He appears to cope with interpersonal anxiety
by avoidance and rigidity, and sometimes even by turning his thinking off
(“what goes in comes right out again”). His defense mechanisms in this
situation have become so powerful that they render him dysfunctional in a
group learning setting.
Psychoanalytic thinking is among the richest sources of insight into
human behavior. Its theory of defense mechanisms, explored in the next
section, is especially useful for understanding classrooms. Some of the other
models discussed below, such as leveling and sharpening, have their origins in
the branch of psychoanalysis known as ego psychology, which sought to learn
about and enhance affect-free ego functioning (Tyler 1974).
What are defense mechanisms?
The concept of defense mechanisms originated in Sigmund Freud’s theories
(1894, 1923, 1926) and was systematized by his daughter, Anna Freud, in her
classic book, The Ego and the Mechanisms of Defense (1966). She introduces the
construct as follows:
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The instinctual impulses can no longer seek direct gratification—
they are required to respect the demands of reality and ...
conform to ethical and moral laws by which the superego seeks to
control the behavior of the ego. Hence these impulses ... are
exposed to criticism and rejection and have to submit to every
kind of modification. Peaceful relations between the neighboring
powers are at an end. The instinctual impulses continue to pursue
their aims with their own peculiar tenacity and energy, and they
make hostile incursions into the ego, in the hope of overthrowing
it by a surprise attack. The ego on its side becomes suspicious; it
proceeds to counterattack and to invade the territory of the id. Its
purpose is to put the instincts permanently out of action by
means of appropriate defensive measures, designed to secure its
own boundaries. (7)
Anna Freud’s metaphor vividly illustrates the conflict underlying
defensive behavior. The conflict between wish and reality (or morality), the
anxiety engendered by that conflict, and the development of defenses all take
place unconsciously. Our conscious mind recognizes them only through
aftereffects such as finding that we have forgotten something or discovering
distortions in our perceptions. All defense mechanisms entail some level of
distortion of our perception of internal and external reality. Some—such as
denial—bring massive distortion. Others, such as anticipating likely events,
distort perception only slightly.
It may be that human beings cannot tolerate unvarnished reality—
whatever that may be. In any event, no one is subjected to it, because we all
manage

our

personal

realities

through

our

constellations

of

defense

mechanisms, coupled with social supports and cognitive strategies such as
planning and rehearsing (Vaillant 1993). Because they are closely linked with
feelings, defense mechanisms are usually difficult to change by an act of
cognition.
The ego creates involuntarily, and what it creates, it defends and
regulates. The ego brings order out of chaotic feelings and yet at
the same time distorts inner and outer reality. Paranoids cannot
become altruists by an act of will. But, through therapy,
maturation, and loving relationships people learn more mature
styles of self-deception. (Vaillant 1993, 103)
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The common properties of defense mechanisms are summarized in
figure x.1.
Figure x.1.

The fundamental properties of defense mechanisms

Defense mechanisms are ...
•

A creative synthesis of original, idiosyncratic perceptions, not mirror
images of reality

•

Unconscious—the behavior they generate is usually involuntary

•

More often healthy than unhealthy

They ...
•

Distort internal and external reality

•

Distort the relationship between feelings and ideas and between subject
and object

•

Often appear unusual or surprising to everyone but the user of the
mechanism

Over time, defenses may become more mature, leading to increased “health.”
Source: Adapted from Vaillant 1993, p. 17.
It is important to distinguish between defense mechanisms and
defensive behavior. Behavior can be observed and described, whereas defense
mechanisms are constructs inferred from behavior. Those constructs have
acquired considerable validation through research (Cramer 1991, Vaillant
1992) and clinical practice, but it is still helpful to keep in mind that when we
talk of repression, passive aggression, sublimation, and so on, we are not
describing tangible things but are making inferences using a theory of psychic
function and a set of metaphors.
Defenses in the classroom
Vaillant (1977, 1993; Vaillant and Vaillant 1992) groups defense mechanisms
in order of the degree to which they involve distortion of reality, with
“psychotic defenses” involving the most distortion and “mature defenses” the
least. “Immature” and “neurotic” defenses fall in the middle (appendix 2).
Individuals can be classified roughly according to the type of defense
they tend to use. Vaillant and Vaillant (1992) suggest that such styles are at
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least in part independent of environmental influence. Research with several
populations has shown that earning power, life satisfaction, and other
measures of achievement are correlated with more mature, less distorting,
defensive styles.
Psychotic defenses are very unusual in everyday life except under the
special circumstances of dreams or in very young children. Most of us use and
observe in others a variety of immature, neurotic, and mature defenses. These
are the ones we can usually expect to encounter in the classroom.
Observation and analysis of the predominant defenses of individuals
and classroom groups can give us a great deal of useful information. Nancy’s
description of her difficulties says quite a lot about her defenses. She appears
to use several defense mechanisms at the immature level: dissociation (she
can’t concentrate), hypochondriasis (she gets so upset she can’t study, she feels
intimidated, she doesn’t want to study, and she fears being too aggressive
about speaking). Because her classmates perceive her as aggressive, her
description of Terence and Betty as aggressive and competitive may involve
projection.
If Nancy’s classmates are indeed behaving as she describes, Terence and
Betty are acting out (by being competitive and aggressive) and showing passive
aggression (by indulging in nonstop monologues). Charlie may be using passive
aggression (he seems uncompetitive).
When Nancy “pulled herself together” to see the interviewer, she made
use of some of the neurotic and mature defenses. Nancy’s description of herself
as a high-functioning professional outside the language class is probably not far
off the mark. During the interview, she showed some of the qualities that
contributed to her success—drive, a sense of humor, some empathy, willingness
to look at herself objectively, and ability to use help from the interviewer.
These observations suggest that, when not under the stress of intensive
language learning, Nancy uses mature defenses like humor, suppression,
anticipation, and altruism (empathy). In class, therefore, she is probably
undergoing a temporary regression in which she has less access to mature
defenses than she would if she were under less psychic pressure.
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To the degree that individuals can be typed by the mix of defenses they
use (keeping in mind that everyone uses some of all three nonpsychotic
categories), Nancy probably would come out as more adaptive than her
behavior in class suggests.
Eva describes a relatively mature array of defense mechanisms.
When I had to give a little lecture in class, I wrote out about 200
words. I wasn’t very anxious about the presentation. The others
were interested. The reason I wasn’t anxious was that I was really
talking to them. What’s more, I was proud of myself that I could
talk in front of them about this [complex] topic. Anyone could
ask questions. We selected the words [to focus on] together.
What we didn’t do in pairs, we often did together. It never
happened that half of the class would suffer from boredom while
the other half was active. When the teacher brought in some
unusual material, it was fun to see how everyone reacted....We
knew there would be someone who would say something silly,
and also someone who would say clever things.... People smiled—
this was quite characteristic, even from the end of the very first
lesson. And the teacher was smiling, too. And sometimes it turned
into laughter. Indifference was out of the question.... Out of class,
we started by working in pairs, but then we just went up to each
other, because there was someone sitting there whom you liked.
(Ehrman and Dörnyei 1998a, 3)
Eva describes anticipation (she wrote out 200 words), suppression (she
wasn’t anxious), some altruism (she interacted with the students), sublimation
(she enjoyed the complex topic), and humor (smiles and laughter). In addition
to describing her own use of these adaptive defenses, Eva indicates that their
use was characteristic of others in the class as well.
Nancy and Eva use the neurotic defenses, too, just as we all do. For
instance,

Eva’s

description

of

not

feeling

anxious

may

represent

intellectualization (isolation of affect) if she was unconscious of (or ignoring)
her feelings. In the context of her other behavior, however, it seems more likely
that she experienced the feelings of anxiety, but put them aside temporarily—
an example of suppression, a mature defense.
Not only is Nancy having a hard time, so, apparently, is the class.
Learning groups, too, can be characterized by the predominant defense
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mechanisms they use. For instance, in Adam’s class, there appears to have been
a great deal of projection and splitting, which Vaillant describes as neurotic
defenses.
Individual differences
It is a truism that no two individuals are alike. It is also true, however, that
large numbers of people show systematic variations in behaviors of various
sorts. The study of such systematic variation in human functioning lies at the
heart of the study of “individual differences”—a subfield of psychology. This
name is somewhat misleading, since the subfield focuses on finding
generalizations across individuals.
A basic unit of individual differences is the trait, a characteristic that can
be recognized across people. Traits may be physical, such as blond hair, or
behavioral, such as curiosity. They can be grouped into higher-order categories
as well. For instance, gregariousness, oral expressiveness, and impulsiveness are
sometimes clustered together as “extraversion.” These higher-order clusters can
then be organized into taxonomies—or typologies—into which individuals can
be placed.
Areas of human function addressed in such taxonomies of individual
difference

include

perception,

cognition,

affective

processes

(such

as

motivation and anxiety), learning styles and strategies, personality, and
interpersonal style. Many of these categories affect learning. (For a thorough
review of categories of individual difference in the context of second-language
learning see Ehrman 1996, Leaver 1998, and Ehrman and Leaver 1997 and
2002.) There is overlap among the categories of individual difference.
Tolerance of ambiguity, for example, can be mapped in terms of personality,
interpersonal style, and learning style.
Personality variables
Humanistic and psychoanalytic psychology teach us that clusters of defense
mechanisms recur within individuals and groups. The patterned recurrence of
such clusters forms the basis for the science of individual differences and for
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two other theories of variation in personality that have important classroom
applications—psychological type and ego boundaries.
Psychological type. Carl Jung’s theory of personality, like Freud’s, posits the
existence of deep unconscious processes, many with cultural and cross-cultural
roots. The portion of Jung’s theory that has proved especially useful in learning
settings, however, is his model of consciousness, which is based on the idea of
psychological type. In Jung’s model, psychological activity can be described in
terms of three bipolar dimensions.
The

first

dimension—extraversion/introversion—expresses

the

individual’s attitude toward the world and the direction in which his or her
energy flows—either inward or outward.3 The two other dimensions express
mental function. Sensing/intuition represents the individual’s preferred method
of taking in data, and thinking/feeling describes how the individual comes to
conclusions.
Individuals select one pole on each dimension as the basis for conscious
functioning; the other poles remain a part of unconscious function (Jung
1971). Myers and Briggs later added to the theory a fourth dimension—
judging/perceiving—that relates to the amount of external structure the
individual prefers (Myers with Myers 1980; Myers and McCaulley 1985).
The sensing/intuition scale is especially important to learning, because it
yields important information about the direction of students’ interests and
their attention to subject matter. It can also be a guide to such interpersonal
phenomena as initial attraction, building of sense of community, and desire to
participate in activities together.
But the other dimensions are useful as well. The judging/perceiving scale
relates to tolerance of ambiguity, which is vital to learning and can affect
interpersonal tolerance. Extraversion/introversion expresses an individual’s
readiness to make new acquaintances and therefore the speed with which the
individual will become part of a group of initially unfamiliar people. The
thinking/feeling dimension has a considerable impact on the relative
importance of task achievement and interpersonal harmony in the individual’s
life. “Thinking” types give priority to the former, “feelers” favor the latter. One
can imagine how groups whose norms are set by people who prefer to function
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through feeling might differ from those whose norms reflect the task
orientation of thinking types (Ehrman 1996).
Ego boundaries. Another important personality variable—ego boundaries and the
closely related concept of tolerance of ambiguity—is derived from the world of
ego psychology in the Freudian tradition. People vary in the fluidity of their
mental categories, especially those that relate to their identity, their relations
with other people, and their ways of perceiving the world.4 Too much such
fluidity can be pathological; in fact, some psychological disorders involve an
inability to maintain a stable sense of identity. Contrariwise, individuals whose
identity is too stable and compartmentalized may have little adaptive
flexibility and therefore lead constricted lives. Most people vary within a range
of normal function, which is what we describe here.5
Flexible ego boundaries tend to be related to disinhibition, empathy,
and the ability to take in another language and culture. Individuals vary in the
amount of such openness. Rigidity in mental categories is clearly related to
intolerance of ambiguity: if mental categories must be kept apart, there is likely
to be little room for overlapping or apparently contradictory concepts. In
contrast, those who tolerate ambiguity are likely to have much less difficulty
experiencing themselves in a variety of ways and seeing the world through the
eyes of other people (Ehrman 1993, 1996, 1999; Hartmann 1991).
Many people who tune out much of the world’s ambiguity lead well
adapted, successful lives. They are the businessmen, lawyers, doctors, and
plumbers of our society. But they are likely to feel some resistance toward
learning that requires them to tolerate ambiguity, suspend identity boundaries,
or “regress in the service of the ego” (through role playing and the like).
Similarly, unless people with flexible ego boundaries accompany their
flexibility with some element of internal structure, they can seem flaky and out
of touch. Though they may play freely with subject matter they are learning or
engage readily with others, they may have difficulty focusing on problems,
devising analytic strategies, and thinking ahead. In their own way, they can be
as rigid as their opposites, insisting that there are no blacks and whites, only
shades of grey.
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Perceptual and cognitive styles
Models of perceptual and cognitive style originate in two domains of
psychology. One is the study of perception, where attitude, motivation, and
mental set have been shown to affect perceptions. This is so because the mind
processes perceptions using existing schemata, and incongruities may stimulate
a subliminal cognitive process to make a satisfactory match (Tyler 1965). The
other is the study of patterns of perception and cognitive organization referred
to as cognitive controls, which grew out of the efforts of psychoanalysts to
understand ego functions.
Research into perception and cognitive controls has spawned a variety of
typologies that purport to classify the ways we experience the world (Tyler
1965). Among the important dimensions that appear in such typologies,
several are especially relevant to second-language acquisition.
•

Field independence is a concept whose origin lay in the differential ability of
subjects to perceive the vertical in a context of confusing visual cues. It was
then associated with the ability of some personalities to articulate and
differentiate their experience in an impersonal (or “global” or “analytic”)
way. Field-dependent personalities, by contrast, are seen as having more
social orientation (Witkin and Goodenough 1981).

•

Field sensitivity, a continuum leading to holistic processing and openness to
outside information, was designed as a positive alternative to field
independence (Ehrman 1996, 1997; Ramírez and Castañeda 1974).

•

Concrete processing is dominated by immediate experiences, whereas abstract
processing builds constructs from experience. Early ego psychologists believed
that abstraction was needed to shift reflectively from one aspect of a
situation to another, to keep several aspects in mind at the same time, grasp
wholes and analyze them into parts, synthesize parts, form hierarchical
concepts, plan ahead, envisage possibilities, and operate with symbols
(Goldstein and Sheerer 1941, cited in Wolfe and Kolb 1984).

•

On a continuum of conceptual tempo ranging from impulsivity to reflectivity,
impulsives

respond

quickly

to

a

task,

seeking

reward

for

quick

accomplishment; reflectives respond more slowly and usually more
carefully, seeking reward for avoiding error. Either can be accurate or
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inaccurate, though the term “impulsive” is usually used for fast and
inaccurate. Accuracy requires noticing and organizing relevant details; most
learners need time to do this.
•

The tendency to attribute success or failure to one’s own efforts or to
external forces, including chance, is expressed by the concept of locus of
control (Rotter 1966). People who attribute their success to their own efforts
are said to have an internal locus of control.
Until relatively recently, these cognitive and perceptual styles had not

been applied in a systematic way to second-language learning. Ehrman and
Leaver (Ehrman 2001; Ehrman and Leaver 1997 and 2002; Leaver 1998) have
organized ten cognitive styles under a new second-order construct based on
synopsis and ectasis (table x.1). The new terms were selected to avoid using any
of the names of the constituent subscales for the larger construct. Synopsis
represents a holistic, global approach; ectasis, the Greek opposite of synopsis,
indicates something that is stretched out rather than condensed. The adjectival
forms of the terms are synoptic and ectenic.
Table x.1

The synopsis-ectasis scale of cognitive styles

SYNOPSIS

ECTASIS

Field sensitivity as learning style: Learner prefers to address
material in context and often picks it up “by osmosis.” It
relates to wholes that cannot be disassembled and can be
compared to illumination by a floodlight that shows the
whole scene.

Field insensitivity: Learner makes little or no use of the whole
context and often excludes “incidental” learning. Responds
best to material that is “out there in black and white.”

Field independence as learning style: Learner prefers to
separate material from context and finds what is most
important—like a spotlight that focuses sharply on one
thing.

Field dependence: Learner relies on context and does not
select out what is important for focus. May prefer to have
what is most important pointed out.

Random (nonlinear) processing: Learner follows an
internally developed order of processing.

Sequential (linear) processing: Learner follows an externally
provided order of processing.

Global processing: Learner attends to gestalts and the big
picture, is aware of forests, not trees, and tends toward from
top-down processing.

Particular processing: Learner attends to discrete items and
details, is aware of trees, not forests, and tends toward
bottom up processing.

Inductive processing: Learner goes from the specific to the
general, generalizing from experience.

Deductive processing: Learner goes from the general to the
specific, applying generalizations to experience.
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Synthesis: Learner comprehends by assembling components
into a whole.

Analysis: Learner comprehends by disassembling into
components.

Analogue processing: Learner takes a qualitative or
metaphoric approach to interpreting experience and makes
frequent use of associations.

Digital processing: Learner takes a quantitative/literal
approach to interpreting experience and tends to take things
at face value.

Concrete (experiential) processing: Learner interacts with
the world directly and learns through application, often
physical, of knowledge.

Abstract (theoretical) processing: Learner interacts with the
world through cognitive constructs and learns from formal
rendition of knowledge.

Leveling: Looking for similarities, learner often does not
notice disparities and may seek to reduce them. Tends not
to notice articulations within composites.

Sharpening: Learner notices disparities and seeks to explore
and account for them. Tends to be aware of componential
structure.

Impulsivity: Learner reacts quickly, acting or speaking
without “thinking it through.” Acts on “gut.” Thought may
follow action.

Reflectivity: Learner “thinks things through” before acting
and often does not trust “gut reaction.” Action usually
follows thought.

Source: Ehrman and Leaver (1997, 2002)

Using the model with students has brought out what may be the most
important distinction between the two variants. An ectenic activity represents
conscious control of what synopsis accomplishes preconsciously. For example,
random (synoptic) processing automatically generates a path through material
using a series of immediate decisions that are based on the results of the
preceding activity, usually without much conscious planning. By contrast,
sequential (ectenic) processing relies largely on externally provided sequences
of activity that students follow consciously and willingly.
Some of the ten subscales of the synoptic/ectenic construct represent
categories that have been confused in the past—the most notable being the socalled global/analytic construct. In fact, global and analytic are not opposites.
Global processing is the opposite of particular (atomistic) processing, and
analysis contrasts with synthesis. The false opposition between the two has
been the source of a great deal of confusion in applying cognitive-style
constructs and doubtless a cause of equivocal results in research using these
scales.
Affective factors and learner autonomy
Needless to say, individual psychology is also deeply influenced by affective
processes such as motivation, anxiety, and self-efficacy. A considerable body of
work on these processes now exists in the literature of second-language learning
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and general educational psychology. Motivation and anxiety, in particular,
have received a great deal of attention in applied linguistics in the last 15–20
years. Lately, self-efficacy and attribution are receiving more notice (Bandura
1993; Benson and Voller 1997; Ehrman 1996, 2000).
Autonomous, self-regulated learning is essential for development of
fluency and accuracy both within and especially beyond the classroom. A
primary responsibility of teachers, therefore, is to help students develop selfregulation along with their language skills. The second-language literature
reflects an increasing awareness of this necessity, which began with the
influence of Carl Rogers (1969, 1983). Stevick (1980) explores the
implications of the balance between autonomy and control for language
teachers and students. Pemberton and others (1996) provide a relatively broad
overview of the issue, especially among the European language teaching
community. Ehrman (2000) examines factors affecting student ability to selfregulate. Work by Benson and Voller (1997), Chamot and O’Malley (1994),
Ehrman (1996), Macaro (1997), Oxford (1990), Rubin and Thompson
(1994), van Lier (1996), Wenden (1991), and Wenden and Rubin (1987)
deals with the factors that enable students to access learning strategies such as
word learning, management of feelings, and planning. Ehrman and Dörnyei
(1998a) and Macaro (1997) discuss the relationship between cooperative
group experiences and learner autonomy. Ehrman (2000) addresses factors
affecting self-regulation of language learners from the perspective of
mainstream educational psychology. Coleman (1997) addresses cross-cultural
implications of learner autonomy, which may be less valued or expected in
some non-Western classrooms.
Learner autonomy and the self-regulation on which it depends
constitute an intersection of cognitive and affective factors in learning. Recent
work is beginning to focus on this nexus. Dickinson (1995) and Ushioda
(1996) treat the role of motivation, and Aoki (1998) discusses the role of
motivation and anxiety. Ehrman and Dörnyei (1998a) also address the impact
of interpersonal and group phenomena on motivation, anxiety, self-efficacy,
and self-regulation, including the role of the relationship between teacher and
students in promoting or inhibiting student self-regulation and autonomy.
Ehrman (1998) focuses on unconscious communications between student and
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teacher, which are almost always affective in nature, and their effects on
learner autonomy.
Beyond the individual
Dysfunctional interactions between teachers and students and among students
can divert energy and attention from the task of learning a second language. By
the same token, cognitive and affective learning can be substantially enhanced
by adroit use of interpersonal and group dynamics, particularly in the teaching
of modern languages, where much of the development of communicative skills
occurs

through

participation

in

meaningful,

lifelike

tasks.

In

such

circumstances, the quality and quantity of the interaction necessary for
efficient task involvement are largely a function of the relationship between the
participants and the learning context or climate (Ehrman and Dörnyei 1998a).
Stevick (1980, 4) stated this succinctly when he said that success in secondlanguage learning depends “less on materials, techniques and linguistic
analyses, and more on what goes on inside and between the people in the
classroom.”
Interpersonal style
Humanistic psychologist Will Schutz (1958, 1967) posited three basic
interpersonal needs: inclusion, control, and affection . Individuals vary in the
amount of inclusion, control, and affection they usually want to give and
receive. Schutz’s typology is widely used to help people understand themselves
and

their

place

in

organizational

settings.

The

well-known

FIRO-B

questionnaire (Schutz 1958) measures the six variables in the typology.
Another important motivation that can affect a person’s relationships
with others is the need for achievement (McClelland 1966/1984). People with
a high need for achievement seek situations in which they can gain a sense of
mastery over challenging but manageable goals. They like to control
outcomes—rather than relying on chance or external factors—and to have clear
feedback on their performance. Need for achievement is not the same as need
for power, however. The need for power has to do with control of others and

53

Learners and teachers

Madeline Ehrman

others’ control of one, whereas the need for achievement is about work
performance.
The short statements by the two students, Adam and Eva, illustrate
classes in which the interpersonal dynamics work toward either a disappointing
or a successful learning experience. Several elements affect students’
motivation and the effectiveness of the two classes. The cohesion of the
classroom group is an important factor in the willingness of the two students to
take risks and to invest themselves in the learning task. In Eva’s case, she felt
encouraged to take speaking risks and enjoyed the company of her classmates
both in and out of class. There was a sense of solidarity with the teacher, who
was perceived to be on the side of the students. In contrast, in Adam’s class,
students would not take even small risks in class, did not much enjoy each
other, and avoided class. Classroom topics became “contaminated” outside
class, and the class was at odds with the teacher, who became an enemy.
Interpersonal relations, group dynamics, and learning
Learning is frequently enhanced by good interpersonal relations. Just as
frequently it is hindered by dysfunctional interactions between teachers and
students and among students, all of which can divert energy and attention
from the learning task. How does this happen?
Individual differences play a role in group dynamics: social relationships,
like any area of human activity, are subject to the effects of selective attention
and processing of experience. For example, people who are aware of details
relate to others differently from people who perceive in terms of wholes and
focus on functional relationships. Witkin and Goodenough (1981) include a
set of interpersonal styles in their field independence theory: field
independence can be associated with a kind of task-oriented, independent,
impersonal approach to people, whereas field dependence (operationally
defined as the absence of field independence) can be characterized by a social
orientation and interpersonal skill.
Individual differences, and the interpersonal processes in which they are
expressed, can give a group an enduring if not indelible character or flavor.
Although the individuals in the group may come and go, the effects of the
interpersonal processes in which they engage survive any individual’s presence
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in the group. The individual students and teachers in the group, in turn, are
profoundly affected by group processes. Thus it is that classroom groups
achieve a stable existence and identifiable culture even as the make-up of the
group changes.
That culture affects the learning experience of every student and the
effectiveness of every teacher—now and into the future. Interpersonal
processes can enhance motivation to learn other languages and cultures and to
interact with speakers of the language, but they also can lead to massive
anxiety about how one is perceived and accepted by others, anxiety that can
interfere greatly with achievement.
Between individuals these processes can bring about cooperation that
enhances the work of both parties, or they can result in friction and
disaffection. At the level of learning groups, a cohesive, well-functioning group
can promote enhanced self-efficacy on the part of its members and effective
cooperation that harnesses member diversity for the benefit of all. A poorly
functioning group can result in apathy and inefficient learning at best and, at
worst, destructive psychological effects on the members and intense aversion to
further learning. Between-group effects can be positive, with increased
receptivity to the people and culture of the new language, or negative, in the
form of rejection and aggravated negative stereotyping of the target language
group. For more about interpersonal dynamics in second language education,
see Ehrman and Dörnyei (1998a).
Fortunately, teachers, teacher supervisors, trainers, and students who
understand what is going on in a classroom can substantially enhance learning
effectiveness by adroit application of interpersonal and group dynamics. By
changing the culture of their group they benefit not only the current members
of the group, but also future members.
In the classroom: A teacher’s point of view
Kim is an experienced and accomplished second-language teacher. Committed
to enabling her students to speak English fluently and accurately, she believes
that her methodology is generally the best and most current. She practices
communicative teaching methods, maintains a pleasant, supportive atmosphere
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in her classroom, and encourages risk-taking. What has been causing her some
worry, however, is that her students seem persistently inhibited about speaking
in class. She describes herself as baffled.6
Kim may not be aware of the research on interpersonal processes in
second-language learning, such as the work on Counseling Learning of Curran
(1972) and his associates; studies of the effects of socially situated learning
(such as Lave and Wenger 1991); and work on social constructivism (Williams
and Burden 1997) relating to interactions among teachers, students, and tasks.
In fact, speech situations are social contexts in which a number of
interpersonal psychological processes are in action, at both conscious and
unconscious levels (Ehrman and Dörnyei 1998a). Unconscious transactions are
found in all communicative transactions and have a particularly powerful effect
on learning. Group processes tend to be especially salient in classroom
situations.
Two important interpersonal factors that affect learners, teachers and
nonteacher interlocutors (such as people living in the country where the
language is spoken) alike are:
•

Social factors such as role and status distribution among participants, the
state of group development in the classroom, and environmental factors
such as the norm system in the classroom setting; and

•

“Deep psychological” factors reflecting unconscious transactions such as
transference (the replay of “scripts” developed in one’s family of origin),
defense mechanisms at both individual and group levels, and the interplay
of interpersonal attachment patterns between individuals.
Kim might do well to examine the effects of these covert processes

among individuals on the persistent dysfluency of her students. Perhaps her
classrooms are affected by conflicts in a group that has not achieved cohesion,
so that the students feel unsafe in taking oral risks. Perhaps her school or the
surrounding community promotes norms that result in student inhibition, such
as deep-seated assumptions about teacher-centered methodologies. Possibly the
school and its community are experiencing disruption that has stimulated
defenses at the group level that result in turn in fighting or fleeing from
learning.
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Kim is seeing a persistent pattern of behavior over time. Because groups
vary widely, it may be productive for Kim to examine whether there is a
disconnect between what she says she wants from her students—autonomy,
security, risk-taking, active second-language use—and what messages she may
be giving them unintentionally and unconsciously. Is she letting them know
somehow that she will feel useless or unimportant if she is not at the center of
all classroom interactions?
Ehrman (1998) and Ehrman and Dörnyei (1998a) describe a “learning
alliance” based on unconscious communications between teacher and students
that allows both to take risks and to suspend ordinary power relationships. The
teacher contributes to the alliance by building a “frame” that promotes a sense
of safety. Reliability, stability of time and place, and maintenance of
appropriate interpersonal boundaries are parts of that frame. Could Kim be
permitting disruptions in the classroom that break the frame of stability and
trust so that her students will not take risks? Which of Kim’s own
relationships with her family of origin might she be replaying in her
interactions with her students? Might those patterns interfere with her
effectiveness?
Teachers, no less than students, have personal styles, needs, fears, and
motivations that affect their effectiveness and the quality of their relations
with a given group of students. Their roles are complicated by the demands of
their leadership functions, and their leadership functions are complicated—or
enriched—by the importance of student-centered approaches (Ehrman 1998).
It is no wonder that teachers play a major role in the unconscious
interactions—defensive or otherwise—that permeate their classrooms.
In conclusion
Social psychologist Kurt Lewin is widely quoted as having said that there is
nothing so practical as a good theory. The multiple theories reviewed above
can shed light on problems of learning and teaching. Second-language teachers,
teacher-trainers, and researchers may approach the questions asked above by
examining variables from the domain of individual difference psychology and
the interpersonal worlds of social and deep psychology, whether at the
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individual or class-group level. Once they have a working model of the
situation they face, they are in a position to develop appropriate interventions.
One large-scale, systematic application of psychological theory, an institutional
learning consultation service, is described in Ehrman (2001).
Although closely related to communication, the psychological variables
described in this chapter are essentially nonlinguistic. Nevertheless, they may
interfere profoundly with language learning—or they may enhance it—in both
cases through the communication choices made by instructors and, under the
instructor’s influence, by students.

Notes
1. Substantial portions of this chapter are drawn from Ehrman and Dörnyei
(1998a).
2. Over recent decades, the literature on second-language acquisition has
increasingly made use of insights from mainstream psychology (e.g.,
McDonough 1981; Williams and Burden 1997). Concepts from the work of
Carl Rogers had a substantial effect on one of the best-known innovative
language teaching methods, counseling learning/community language learning
(Curran 1972) and, more generally, on the student-centered teaching
methodology that gained prominence in the late 1970s (e.g., Bailey and Nunan
1996; Moskowitz 1978; Nunan 1989; Stevick 1990). Social psychology has
influenced work on second-language anxiety (e.g., Horwitz and Young 1991;
MacIntyre and Gardner 1991) and language-learning motivation (e.g., Gardner
1985; Gardner and Clément 1990, Gardner and Tremblay 1994). During the
last decade the latter work has been augmented by further insights from
educational psychology in a series of “reform articles” (e.g., Dörnyei 1994;
Oxford 1996; Oxford and Shearin 1994). Findings from ego psychology
(cognitive controls), study of perception (e.g., field independence), and the
psychological-type theories of Carl Jung (1971) had considerable impact on
efforts to define and describe individual differences and learning styles, many
of which are treated, for example, in Ehrman (1996), Ehrman and Leaver
(2002), Leaver (1998), and Reid (1995, 1997). Educational and cognitive
psychology plays an important role in the work that has been done on learning
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strategies (e.g., Chamot and O’Malley 1994; Cohen 1998; O’Malley and
Chamot 1990; Oxford 1990; Wenden 1991; Wenden and Rubin 1987).
Ehrman and Dörnyei (1998a) provide a thorough treatment of insights from
clinical branches of the field that have much to say about what happens in
classrooms, both directly and through their applications to small-group
research.
3. By extraversion, Jung meant that the external world was attractive to and
energized extraverts. Traits like gregariousness are often characteristic of
extraverts, but they are not extraversion.
4. Individuals may have a variety of subpersonalities related to the roles they
play. Most have some amount of consistency across roles and a set of stable
“selves” based on firm beliefs, attitudes, and values and thus show some degree
of consistency across roles. However, in certain social situations, they may well
try out sharply differing approaches, using a variety of transient “selves”
(Schein 1984). The fact that an individual’s preferred mix of defense
mechanisms tends to stay the same across many states of mind, provides
another element of stability to personality when there is not too much press
from life.
5. In clinical contexts, very permeable “boundaries in the mind” are considered
a sign of dysfunction. A certain level of compartmentalization is needed to
protect ego functions. When the ability to make distinctions between various
psychic states is impaired, individuals may have difficulty telling the difference
between fantasy and reality, self and other, various perceptions and memories,
and states of consciousness. On the other hand, very thin ego boundaries can
also be associated with great sensitivity and creativity (Levin 1990; Hartmann
1991). Among individuals who score one or two standard deviations above the
mean for the general population in Hartmann’s studies on his ego boundary
questionnaire (1991), Ehrman (1993, 1996; Ehrman and Oxford 1995) has
found some advantages for communicative second-language acquisition, as long
as the student has the means to impose cognitive structure on his or her
experience.
6. This material is adapted from Ehrman and Dörnyei (1998b).
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Appendix 1 Some terms used in this chapter
conscious processes: thoughts, feelings, fantasies, and wishes of which the
individual is aware
defense mechanism (psychoanalysis): an unconscious coping process to manage
the anxiety generated by internal conflicts between wishes and impulses on the
one hand and reality or superego processes on the other. Specific defense
mechanisms are defined in appendix 2.
dyadic process: conscious and unconscious communications and actions between
two individuals
ego (psychoanalysis): the collection of psychic process that both produce
differentiated cognition about the individual’s reality and modulate the strong
feelings and relatively primitive cognitions from the id and the superego. Much
of the ego is conscious.
group dynamics: conscious and unconscious communications and actions among
at least three individuals
idiographic: refers to study of each individual as a unique subject of
investigation (opposite of nomothetic)
interpersonal process: conscious and unconscious communications and actions
between two at least two individuals or between at least two groups
intergroup process: conscious and unconscious communications and actions
between at least two groups
intrapersonal process: : conscious and unconscious mental events within a given
individual; often reflects internalized interpersonal processes
nomothetic: study of populations to seek generalizations (opposite: idiographic)
preconscious processes (psychoanalysis): thoughts, feelings, wishes, fantasies, etc.
that are not available to consciousness but are near enough to the “surface” to
be accessible through self-observation of behaviors like slips of the tongue,
unintentional acts, dreams and daydreams, and associations among ideas and
feelings

60

Russian Language Journal, Vol. 55, 2001-2005

psychic determinism (psychoanalysis): the assumption that the behavior of
individuals and groups is determined not only by physical circumstances and
conscious will, but also by unconscious processes and motivations.
psychological type: Carl Jung’s model of consciousness, comprised of three bipolar
dimensions: one attitude toward the world, extraversion-introversion, and two
sets of mental function, sensing-intuition (for taking in data) and thinkingfeeling (for coming to conclusions). Myers and Briggs added a fourth
dimension, judging-perceiving, that relates to the amount of external structure
preferred in one’s life.
scapegoating (group dynamics): establishment of a group member as the
repository of undesirable characteristics, leading to persecution and even
exclusion of that member.
unconscious processes: thoughts, feelings, fantasies and wishes of which the
individual is unaware.
Appendix 2 Vaillant’s hierarchy of defense mechanisms
Psychotic defenses
Used to reorganize the perceptions of a nervous system that is immature,
asleep, poisoned, or emotionally overwhelmed, psychotic defenses can bring
about deep changes in perception of external reality and may result in action,
not just imagination. They are common in small children.
Delusional projection. Inner conflicts are externalized and given tangible reality.
Reality testing is virtually given up. Delusional projections are often
persecutory, with little or no wish fulfillment. In normal people, they occur in
dream states.
Distortion. Beliefs and convictions may be contrary to reality; reality is often
transformed to conform to one’s wishes. May include delusions of grandeur,
hallucinations, and replacement of unpleasant feelings by pleasant ones, such
as delusional fusion with another. Normal children may concoct imaginary
friends.
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Psychotic denial. External reality that would be apparent to others is obliterated.
A person with psychotic denial may actually walk into things, whereas a person
with neurotic denial (dissociation) would walk around them. An everyday
example: in the throes of deep bereavement, a person may set a place at the
table for the deceased.
Immature defenses
Immature defenses are expressed in behavior characteristic of late childhood
and adolescence. They are frequently stimulated by threats of too much
intimacy or by its loss. Often dysfunctional, they are socially undesirable to the
onlooker, but they do not stray far from reality. Except for dissociation,
immature defenses are more common in childhood and adolescence than in
middle age (except in cases of personality disorder).
Projection. Projection involves attribution of one’s own unacceptable feelings or
thoughts to another person. It includes severe suspicion of others, feelings of
injustice, hypervigilance, and severe prejudice. The user of this defense
maintains the perception of connection with the object of the projection,
though that connection is distorted. Projection may include the related
defenses of splitting, projective identification, and devaluation. A process of
mutual identification may link subject and object.
Fantasy. Retreat into oneself and one’s imagination, to the exclusion of others
and external experience, characterizes the fantasy defense. Associated with
avoidance of intimacy with others, fantasy may involve “primitive idealization”
and, in normal life, daydreaming.
Hypochondriasis. Users of this defense transform reproach of others first into
self-reproach (or “guilt tripping”) and then into body complaints—pain, illness,
neurasthenia. Vaillant includes in this category introjection—in which one
experiences the characteristics of an ambivalently perceived person, especially
in the form of physical ailment.
Passive aggression (turning against the self). In this defense, hostility, anger, or
aggression

are

expressed

through

passivity—failures,

procrastination,

provocation, clowning to avoid competition, or “shooting oneself in the foot.”
In normal behavior, passive aggression often shows up in flirting.
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Acting out. An unconscious impulse or wish may be “acted out” in order to
avoid awareness of the associated feelings. This defense includes impulsive
acts, temper tantrums, substance abuse, activity (in place of reflection or
discussion), and self-inflicted injury. In everyday life, we sometimes yield to
impulses and act out to dissipate tension resulting from deferral of expression.
Dissociation (neurotic denial). Painful thoughts and feelings may be replaced
with pleasant ones by separating consciousness from real experience, or by
temporarily modifying one’s identity to avoid distress, both of which involve
denial of internal (as opposed to external) reality. Expressions of this defense
may include “blackouts,” brief disavowals of responsibility for one’s actions,
counterphobia, dramatic acting, distraction, intoxication, and temporary
omnipotent feelings. Dissociation can be employed consciously and often
constructively—in meditation, self-hypnosis, and method acting, for example.
Neurotic defenses
Neurotic defenses modify the expression of impulses, wishes, and private
feelings. To the outsider such expressions may appear as eccentricities but not
socially unacceptable. Common in people of all ages, they may be elicited by
acute adult stress or neurotic disorder.
Repression. When a thought or experience is repressed (forgotten), it may leave
an affective residue that finds expression in symbolic behavior, indicating that
repressed material remains in the mind but is unavailable to consciousness.
Repression is common in everyday events like forgetting an important
anniversary.
Displacement. Redirection of feelings toward a thing or person in which one has
less investment than that arousing the feelings. Includes practical jokes,
hostility toward someone other than the cause of anger, hostile wit, phobias,
and some prejudice. Ethnic jokes are an everyday example of displacement.
Intellectualization (isolation of affect). When people think about matter
connected with unconscious wishes in feeling-free, formal terms, they are
intellectualizing

those

wishes

and

leaving

the

feelings

unconscious.

Intellectualization can include rationalization, ritual, obsession, isolation
(thinking without feeling), undoing (saying or doing something to “take back”
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an unacceptable wish), restitution, magical thinking, paying attention to the
inanimate to avoid people, attending to external reality to avoid feelings, and
focusing on detail to avoid the whole. A person diagnosed with a serious
disease who talks about it “clinically” is intellectualizing.
Reaction formation. The presence of conscious beliefs, feelings, and behavior that
are the opposite of an unacceptable wish or impulse indicate the formation of a
reaction against that wish or impulse. Reaction formation includes hating
something (such as ostentation) to which one is really attracted, liking a rival
or an unpleasant task, taking care of someone when one really wishes to be
taken care of, and identifying with an aggressor. Unselfish behavior is often a
reaction to our perception of our own greed.
Mature defenses
Defense mechanisms that integrate reality, feelings, and interpersonal
relationships are classified as mature. To the outsider, such defenses may seem
to be “convenient virtues.” They emerge with maturation, beginning in
adolescence.
Altruism. Service to others that also gratifies the user is evidence of the defense
of altruism. Altruism can include benign reaction formation, philanthropy,
empathy, well-paid service to others, and doing as one would be done by. It
responds to real needs.
Sublimation. Individuals who express their impulses indirectly and without
adverse consequences are engaging in sublimation. Indeed, the consequences of
sublimated impulses are often constructive. Sublimation may include
expressing aggression through games, hobbies, or professional ambition, or
showing physical attraction through courtship. The sublimator derives some
instinctual satisfaction from the redirected expression of his or her unconscious
wish.
Suppression. The ability to hold all components of a conflict in mind and
postpone response, action, or worry is known as suppression. It involves a
semiconscious decision to defer attention to a conscious impulse or conflict.
Forms of suppression include stoicism, finding silver linings, keeping a stiff
upper lip, and counting to ten.
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Anticipation. Planning (with ideas and feelings) for future discomfort (internal
or external) constitutes the defense of anticipation. Anticipatory mourning,
goal-directed worrying and planning, and use of insight from psychotherapy
are some of its forms.
Humor. Much humor may be viewed as overt expression of feelings without
discomfort or unpleasant effect on others. It includes games, playful regression,
a sense of the ridiculous, and treating the unbearable as if it were a game.
Humor affords pleasure to both user and observer.
Adapted from Vaillant (1992, 243-248, and 1993, 40–72).
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Individual Difference Theory in Faculty Development:
What Faculty Developers Should Know about Style
Betty Lou Leaver
Rebecca L. Oxford
Over the past three decades and more, growing attention has been paid
to the need to tailor instruction to meet the differing learning and affective
styles of students. However, little has been written about doing the same for
faculty.
Typically, the purpose of faculty development is to empower new and
experienced teachers by providing information, enhancing self-confidence, and
developing attitudes and beliefs favorable to effective teaching. Such
empowerment usually requires teachers to change their teaching behaviors—
and change does not come automatically or identically to all teachers. Rather,
“teachers change in areas [in which] they are already primed to change, and
this priming depends on their individual characteristics and prior experiences”
(Pennington 1996, 340).
Obviously,

then,

faculty

development

is

more

successful

when

developers plan programs sensitive to individual differences among the
teachers they are instructing (Leaver and Oxford 2000). One of the most
frequent causes of supervisor error in the workplace, according to Van Fleet
(1973), is failure to treat employees as individuals. Likewise, one of the most
significant sources of failure in faculty development is failure to treat faculty as
individuals. “Attempts to influence teachers’ behavior will have an impact only
in areas where the input is valued and salient to the individual, and where it is
congruent with and interpretable within, the teacher’s own world of thought
and action” (Pennington 1996, 340).
The failure of faculty developers to treat teachers as individuals is ironic,
given that in recent years much has become known about the individualized
nature of learning (see Ehrman, in this volume, for a discussion of
psychological variables in foreign-language learning and their application to
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learning and teaching in the classroom). As more teachers become familiar with
individual difference theories and the various ways in which students learn,
more classrooms are reflecting lessons that accommodate diversity.1
Language program managers, however, even those who advocate learnercentered instruction, typically treat teachers as though they were all cut from
the same cloth. While the best of them may expect teachers to incorporate
learner differences into lesson planning and conduct, too infrequently do they
take such differences into account when structuring their own faculty
development activities.2 Typically, a given lecture, discussion, workshop, or
project approach is selected for all teachers, and that choice is dictated by the
faculty developer’s preference, logistical needs, or other requirements. Yet, if
experience with successful learning in foreign-language classrooms is any
example,3 faculty development programs are better if they are specially
designed to optimize the growth of teachers who very likely differ
significantly.4
This article focuses on (1) the current state of faculty development for
foreign-language teachers, (2) individual difference theory in regard to learning
styles, (3) general faculty development structures and how individual
differences apply to those structures, and (4) teacher empowerment as the
overarching goal of faculty development. Many examples in this article come
from the United States, but the main principles apply equally well to teacher
development around the world and are especially applicable to situations in
which staffs employ teachers from two or more cultures.

1

In fact, much of the movement to redesign the current “obsolete” system of education in the US focuses
on individual differences in the learning process (Wagner 2003; Kegan and Lahey 2001). Not focusing on
individual differences is now obsolete!
2
In fact, except for our own work, to date no major book chapter or article has addressed this topic.
3
Several programs have reported improved outcomes after the introduction of learner-centered instruction
(Ehrman 1996; Leaver 1986; Robin 1999).
4
Moreover, teachers who are taught in differentiated ways receive models of how to differentiate in their
own classrooms. One of the authors recently attended a seminar at a prestigious school of education,
dedicated to the topic of school reform, only to have the two instructors spend three days teaching in a
modified transmission mode: lecture with power point slides, followed by moderate amounts of smallgroup instruction in which all members and all groups did the same activity. One of the key beliefs of the
seminar instructors: the importance of differentiated instruction for effective learning.
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Preparing foreign-language teachers
Most foreign-language teachers in the United States receive their initial
training in a school of education or in a foreign-language department. Neither
mode, as currently practiced, provides teachers with an example to emulate in
differentiating among learners—although a growing number of programs do
teach the basics of individual difference theory. In both cases, the concept of
learner difference, if it is taught at all, remains at the theoretical level. Teachers
may receive some in-class practice in application of the theory but,
unfortunately, most do not experience those applications in their own learning.
As a result, future teachers often receive mixed messages. Their teachers and
texts promote the benefits of learner-centered instruction, yet their own
education is either teacher-centered or curriculum-centered.
In schools of education
Colleges, schools, and departments of education prepare candidates for a state
teaching credential at the elementary or secondary school level. Few teachereducation programs are designed to prepare candidates to teach at the
postsecondary level. At this level, in whatever few preparatory programs exist,
the focus tends to be on acquiring linguistic knowledge, language skills, and
pedagogical theory (as opposed to strategies and actual practice).
Individual differences—and individual difference theory—play a very
small role in most teacher-education programs. Many programs require an
educational psychology course, in which learner differences are mentioned but
often without significant emphasis; a few leading programs include courses
specifically about learner differences from the point of view of learning or
teaching styles but still do not practice what they preach in that the courses are
often presented as lectures or discussions—whether or not the class is
composed primarily of learners who favor that approach.
Virtually

all

teacher-education

programs

require

a

one-semester

practicum or internship in which the candidate learns about teaching methods
and classroom discipline and rarely receives in-depth information or feedback
on how to deal with learner differences. One bright spot, however, is that the
National Council on the Accreditation of Teacher Education (NCATE) has
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developed standards that require teachers to show an understanding of the
different ways in which individual students learn (2002). If teachers must
understand learner differences for accreditation, it is reasonable to hope that
schools of education will eventually include that information in their
coursework—and, as a backwash effect, accommodate individual learning styles
in their own classrooms, even in courses in teaching methods or classroom
discipline.
In foreign-language departments
In the United States, most teachers of foreign language at the postsecondary
level are trained in university foreign-language departments. At the university
level, initial education of teachers, especially teaching assistants (TAs), may be
limited to a short set of meetings or seminars. All too often, matters of
scheduling and policy take precedence over discussion and demonstration of
effective instructional techniques. Structuring the format of the meeting to
accommodate the learning styles of individual TAs would not occur to the
faculty member in charge of the meeting. The undergraduate language
program—the financial backbone of many foreign-language departments and
the most administratively challenging part of the department’s work—is often
in the care of junior faculty, many of whom feel uneasy about their
responsibility because they do not have a background in teaching, let alone
experience in individualizing instruction.
Inexperienced assistant professors of foreign languages, those frequently
assigned the task of managing the university’s undergraduate language
program, usually hold degrees in literature, linguistics, or culture and know
little about individual differences, language teaching, language learning,
second-language acquisition, applied linguistics, or education. Sometimes they
need and desire faculty development and support even more intensely than the
TAs who serve under them. Few are prepared to accommodate the learning
styles of TAs.
Ongoing faculty development
Although the approaches taken by schools of education and foreign-language
departments have their merits, neither can offer new or prospective faculty the
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diverse experiences they need to become confident and skilled language
teachers. One reason is that many beginning teachers do not fully recognize
the areas in which they need help until they have accumulated significant
experience in their own classrooms. Another reason is that initial teacher
preparation can offer only a limited range of hands-on teaching experiences, a
range bounded by factors such as the length and design of the program and the
number of field placements possible during it. Yet a third reason is that some
faculty will find positions in specialty programs that require skills not
encountered in the typical university or high school teaching situation, skills
that teachers are not likely to acquire through initial faculty development.
Ongoing faculty development is therefore essential for most foreign-language
teachers.
Continuing professional development for foreign-language teachers can
include a vast assortment of activities. The list might include, among other
activities, education and training5 (courses, workshops, conferences, informal
training experiences), teamwork, observation (by faculty developers, by peers,
self-observation), and feedback. The penultimate section of this chapter
discusses in greater depth some general structures for faculty development.
Many elementary school, secondary school, and university foreignlanguage teachers receive ongoing—or at least sporadic—faculty development
through courses, workshops, and professional conferences. Rarely do faculty
developers, who are often brought in from outside the program, demonstrate
sensitivity to learner differences in their presentations. This may explain the
lack of enthusiasm with which some teachers attend in-service sessions.
Many foreign-language teachers attend professional conferences at their
own expense. Whether a teacher will be willing to do this depends to a great
extent on that teacher’s learning style and the amount of self-actualization that
the teacher receives from the conference mode of learning.
In the university setting, foreign-language departments sometimes
arrange ongoing seminars or workshops for TAs and junior faculty. Again,
these are rarely taught by faculty developers capable of accommodating a range
of learning styles, and, as a result, all TAs and junior faculty are expected to
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acquire in the same ways the information presented in these seminars and
workshops. The amount of teacher improvement that occurs in these cases
often depends on the extent to which workshop leaders’ styles match those of
the majority of the TAs, with individual TAs benefiting in accordance with the
amount of similarity—or disparity—between their styles and those of the
instructor.
For school teachers in the United States, ongoing faculty development
courses or workshops are organized by states, school districts, schools, or
universities. A relatively new trend in the United States is the implementation
of the professional development school (PDS) model, in which a schooluniversity partnership offers teachers ongoing courses or workshops from
university faculty, often at the school site, and encourages joint research on
instructional issues, such as ways to enhance student participation in classes.
In practice, the PDS model provides more faculty development for school
teachers than for university faculty, although everyone learns something.
Foreign and second languages are receiving attention in the PDS movement,
although math, science, and reading usually take top billing. The degree to
which individual differences among teachers are accommodated in PDS efforts
differs vastly from one site to another.
Another promising source of faculty development is the Interstate New
Teacher Assessment and Support Consortium (INTASC), a powerful and
authoritative organization of state departments of education (INTASC 2002).
So far, INTASC has paid far more attention to teacher assessment and
accountability than to support and development, despite the term “support” in
the organization’s title. Currently INTASC’s main work is creating general
(“core”) performance standards for new teachers in every subject area;
establishing specific performance standards for new teachers in math, science,
and special education (but not yet foreign languages); and designing methods
for assessing new teachers’ performance against the standards. Only time will
determine whether INTASC will actually provide a genuinely meaningful form
of ongoing support and faculty development to new teachers—as opposed to

5

This article does not differentiate between education and training. Both terms are used as synonyms for
faculty development. For an examination of the differences between the two terms see Azevedo 1990.
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merely providing tools to assess them—and whether the organization will
directly address individual differences as part of ongoing faculty development.
No matter who provides ongoing faculty development or what form that
development takes, a key area of concern should be individual differences in
style—learning style, teaching style, and interpersonal style. Initial and ongoing
development of foreign-language faculty should be organized in ways that
accommodate teachers’ individual differences.
Individual difference theory—and learning and teaching styles
Individual differences occupy three domains: personality (how one individual
relates to others), cognition (how a learner processes—understands, stores, and
recalls—information), and perception (how a learner prefers to acquire
information). Below we have selected representative styles from each of these
domains; readers who are interested in one or another domain are encouraged
to explore more style models to find those that work best for their purposes.6
Other domains have been suggested, such as physioenvironmental
preferences (Dunn and Dunn 1978), wherein temperature, light, “satiety,”
noise, and other ambient influences enhance or impede learning. To our
knowledge, little or no research has yet been conducted on how these
preferences affect the success of faculty development efforts. However, we have
informally

observed

these

preferences

in

many

faculty

development

participants. If the room is too cold, too warm, too dark, or too bright, or if
coffee and sodas are not provided during an all-day session, teachers complain
that such factors interfere with their professional growth. Research is clearly
warranted in this area, but we will not discuss physioenvironmental preferences
further in this article.
Personality types
What constitutes the uniqueness of each person is, in great part, his or her
individual personality. Today’s prevailing concepts of personality emanate
from the work of Carl Jung (1971), whose theories and research united many
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aspects of philosophy, psychology, and sociology. Recent years have seen the
emergence of personality typologies manifested primarily in two related
measurement instruments used in the United States that work well in ongoing
faculty development: the Myers-Briggs Type Indicator (MBTI) (Myers and
Briggs 1976; Myers 1993) and, extrapolated from the MBTI, the Keirsey
Temperament Sorter (KTS) (Keirsey and Bates 1988). Both systems posit four
dimensions: Extraversion (Jung’s preferred spelling) versus introversion,
sensing versus intuiting, feeling versus thinking, and judging versus perceiving.
The last is unique to Myers and Briggs and represents their interpretation of
the fourth category proposed by Jung: rational/irrational.
Personality

differences

play

a

very

important

role

in

faculty

development. When personalities of the faculty developer (supervisor, mentor,
seminar leader, peer, or other individual) and the teacher are the same, fewer
interpersonal difficulties are likely to occur. Where personalities do not match,
there is much room for misunderstanding. We have summarized the individual
dimensions in accordance with the MBTI and the KTS categories in table X.1
below and have included related recommendations for faculty development.
Most of the recommendations (like those offered in connection with tables X.2
and X.3) can be used to accommodate the learning styles of students in the
foreign-language classroom.
Table X.1

Personality types

Style

Description

Recommendations
developers

Extraversion

Extraverts get their energy from the external world,
which, in turn, often influences their values and ideas.
They like to be with people—many people.

Plan for much group interaction.

Introversion

Introverts get their energy from within themselves, which
sometimes results in their being set in their opinions.
They prefer to be with a small number of people—one is
often best.

Plan for limited interaction and
one-on-one
or
small-group
interaction.

Sensing

Sensers focus on the here and now. They usually consider
reality more important than possibility.

Provide detailed information and
statistics.

Intuition

Intuiters focus on tomorrow. They usually consider
possibility more important than actuality.

Focus on possibility and develop
gut instincts.

Feeling

Feelers often place people above principle. They tend to
display their feelings through words.

Praise effort;
empathize.

6

for

show

faculty

concern;

We would refer readers to an extensive summary of the state of the art in individual difference theory
that was published relatively recently in System, “A Brief Overview of Individual Differences in Second
Language Learning” (Ehrman, Leaver, and Oxford 2003).
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Thinking

Thinkers often place principle above people. They tend to
display their feelings through actions.

Praise work product; show
concern with deeds; offer fixes.

Judging

Judgers work to deadline. They feel better after an action
has been accomplished or a decision made.

Use pilot projects to implement
new ideas.

Perceiving

Deadlines amuse perceivers; they prefer flexbility. They
like to keep their options open; once an action has been
completed or a decision made, they often feel a let-down.

Use
brainstorming
implementing new ideas.

before

As shown in table X.1, successful faculty developers provide extensive
interaction for Extraverts but limited interaction for Introverts, are highly
directive and sequential with Sensers but allow great amounts of freedom and
flow for Intuiters, offer empathy to Feelers but demonstrate objectivity to
Thinkers, and set firm deadlines and interim goals for Judgers but recognize
Perceivers’ need to keep options open.
At first it might seem impossible to meet all these needs at the same
time, and some faculty developers might want to give up. However, three
approaches

can

accomplish

the

challenging

but

rewarding

task

of

accommodating such diverse differences among a group of teachers:
•

Full individualization within (or exclusive of) the group.

•

A compromise model in which all participants receive in-style treatment for
a significant amount of the allotted time.

•

A model that provides systematic variety and delivers instruction in each
major style. The choice of models sometimes depends on the personal
preference of the faculty developer, but more often it depends on the
resources and time available.
Whenever it is feasible we prefer the first model—full individualization.

In this model, teachers are given options in planning and carrying out their
own professional development, just as they are responsible for portfolio
assessment in the foreign-language classroom.7 Some learners will participate in
group work and others in individual work; some will learn through project
completion and others through team-teaching; some will prefer to read about
7

Portfolio assessment, for those who have not heard of this decade-old replacement for more traditional
forms of determining learner achievement, requires students to turn in compilations of their work over
the semester or term; from this, the teacher assigns a grade. In some courses, old-fashioned multiple
choice, fill-in, essay, and short-answer tests (which, by nature, are generally not individualized) are also
used.
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new ideas and others will prefer to hear them in a lecture or through
discussion. In a fully individualized approach to faculty development, each of
these preferences is honored. Although this approach requires planning,
flexibility, and access to style-related resources, it provides the optimal
conditions for faculty growth.
In some instances, institutional, time-related, or resource constraints
prevent the faculty developer from providing full individualization. In such
situations, a compromise model is necessary to offer in-style faculty
development for a significant proportion of the available time. Here are some
examples of the compromise model.
When large-group work is unavoidable, related small-group instruction
may be used to provide greater amounts of time on task in style-appropriate
ways.
When a clear majority of teachers exhibits one set of styles and a
minority an opposing set, sessions can be pitched to the majority, with the
minority accommodated in one of three ways:
•

The option to choose an alternative path for some or all of the time.
Typically the alternative path is offered by the faculty developer; sometimes
it may be suggested by the learner.

•

Individualized in-style follow-up.

•

Counseling on how to work out of style and ideas on how to modify input
to better match one’s style. This model has been successfully used by a
number of faculty developers, ranging from those with staffs of fewer than a
dozen teachers to those with staffs of 150 teachers or more (Leaver
forthcoming). It is in use in language programs in the United States, Asia,
Central Asia, Europe, Latin America, and Russia. The model works best in
situations in which the faculty developer knows the teachers and has
defined their styles.
When neither total individualization nor the compromise model is

feasible, a third model is available. This model involves systematically varying
the types of tasks used in the development sessions. A good way to create
systematic variety is to use a “learning cycle” that is designed to include all the
tasks and activities in a given class session or workshop.
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Oxford (2000) frequently uses a five-part faculty development learning
cycle for foreign-language teachers. The cycle begins with the “hook,” in which
individuals’ motivation, interest, and background knowledge are activated
through the use of brainstorming, a personal story, a brief video clip, or
another short, attention-grabbing event. The hook segment is often favored by
Intuiters and Perceivers.
The second part consists of direct, structured, logical explanations and
examples given by the faculty developer. This is often preferred by Sensers and
Judgers.
The third part of the learning cycle is focused on application and
practice of new ideas. Here, the faculty developer provides various kinds of
practice scenarios, role-plays, problems to solve, or other activities that can be
done alone, in pairs, or in groups. Depending on the nature of the tasks
included by the faculty developer in this third segment, virtually every
personality type can find some kind of style-appropriate practice.
The fourth segment of the cycle offers personalized activities that allow
significant choice. A Feeling teacher might decide to write down his or her
highly personal experiences or feelings about a relevant situation, while a
Thinking teacher describes and analyzes an instructional problem and
generates logical ways to solve it.
The fifth segment is self-evaluation, which can be done in either a closeended, analytic, checklist mode (preferred by Sensers, Thinkers, and Judgers)
or an open-ended mode allowing for free statement (preferred by Intuiters,
Feelers, and Perceivers).
In this five-part cycle, the faculty developer gives each individual several
opportunities to experience professional growth in style, that is, in ways that
match his or her personality. Not every part of the learning cycle will be
equally comfortable for each person—everyone will prefer certain parts to
others. However, a systematic learning cycle ensures that at some point in the
cycle each teacher will experience style harmony while doing faculty
development activities. Style harmony, when provided at least part of the time
in an expectable way, leads to greater satisfaction and learning than does the
chaos of a style-war situation (see Oxford, Ehrman, and Lavine 1991). This
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model may be necessary—even virtuous—in situations in which the faculty
developer does not yet know the teachers and their styles, especially in
situations such as one-time seminars given by a visiting faculty developer.
Cognitive styles
How individuals process thought forms the basis of the many cognitive style
typologies that exist today.
Cognitive styles include preferences for information acquisition, which
depends strongly on sentient memory activity (especially recognition and
comprehension), as well as on information processing and review activity.8 In
their E&L Construct, which encompasses a large number of proposed cognitive
styles, Ehrman and Leaver (1997, 2002, 2003) systemize the chaotic
proliferation of proposed learning styles into one cognitive construct,
composed of two overarching categories that they label synoptic and ectenic.9 The
following descriptors can be applied to these two general types.
•

Synoptic: impulsivity, holistic understanding, induction, assembly, synthesis,
focus on wholes, focus on similarities, desire to order things in one’s own
way, tendency to blend the trees into the forest.

•

Ectenic: reflectivity, atomistic processing, deduction, disassembly, analysis,
focus on details, focus on differences, desire for an existing order to things,
tendency to miss the forest for the trees.

Table X.2

Two categories of cognitive styles

Style

Description

Recommendations
developers

Synoptic

Synoptic learners take an impulsive and holistic approach to
learning, inhaling new ideas and reinventing them in their

Allow learners to discover
develop their own ideas.

8

for

faculty
and

While some researchers have found patterns of correlation between cognitive styles and personality
types, these two categories measure very different things. Personality types refer to emotional forms of
intelligence, ways of interacting with other people, ways of forming relationships, i.e. the affective
domain, which does, of course, affect cognition in certain ways. Cognitive styles refer to intellectual forms
of intelligence, ways of interacting with information, ways of processing new ideas, i.e. the cognitive
domain.
9
For a more detailed discussion of the E&L Construct and its component elements, which include ten
subscales, subordinated to the overarching categories, see Ehrman, this volume. Some foreign-language
teachers have referred to them colloquially as global and analytic; however, as Ehrman and Leaver (1997,
2002, 2003) have demonstrated, global (big-picture/holistic) learning is not the opposite of analytic
(disassembly) learning but of particular (small-detail/atomistic) learning, with synthetic (assembly)
learning being the opposite of analytic learning.

84

Russian Language Journal, Vol. 55, 2001-2005
own mold. Synoptic teachers tend to prefer methods that
allow induction and learning through discovery.
Ectenic

Ectenic learners take a reflective and atomistic approach to
learning, processing new ideas in detail by disassembling
them. Ectenic teachers tend to prefer methods that include
explanation and deduction.

Provide details and explanations for
new ideas.

Source: Ehrman and Leaver (1997, 2002).

Given these differences, it should be clear that not every teacher has to
take the same path, receive the same input, be in the same room at the same
time, attend the same workshops (or any workshop), or turn in the same kind
of work as his or her peers in order to make a faculty development program
effective. In fact, fully individualized faculty development programs typically
yield greater improvement in teaching quality and satisfaction than do more
traditional ones. Teachers who receive individualized instruction not only learn
better for themselves but also they are able to experience a model that they can
then use, with or without adaptation, for their own students. They can begin
to understand (and to “feel on their skin,” as the Russian saying goes) that not
all learners need the same kind of input, the same rate of input, the same kind
of error correction, or the same form of testing.
Since

the

form

and

substance

of

fully

individualized

faculty

development programs will vary with each group of teachers and depend on
the learning styles of the faculty present, no generic plan or formula can be
applied to all groups of teachers. Rather, the successful faculty developer in
individualized programs maintains a variety of potential activities and
requirements geared to each of the styles. Teachers may choose among them
and add their own suggestions. Only the goal remains the same for all teachers.
Synoptic and Ectenic learners need very different approaches to
learning, interacting, and faculty development (table X.2). For example,
Synoptic faculty, being generally impulsive learners, often dominate faculty
development sessions (especially if they are Extraverts), whereas Ectenic
faculty, being generally reflective learners, can find that the discussion has
moved to a new topic by the time they are ready to participate in the previous
one. The style-conscious faculty developer will know when to move the
discussion forward and when to hold it back, depending on the learning styles
of the participants. Similarly, a deductive presentation can disconcert Synoptic
faculty, who learn from structuring raw material into patterns and generalities
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on their own, whereas the lack of already-organized material can thoroughly
confuse the Ectenic learner, and, in this case, the style-wise faculty developer
will allow the inductive (Synoptic) learner an opportunity to make his or her
own deductions before proceeding with explanation and practice. If details are
important, the style-aware faculty developer will pair a leveler (Synoptic
learner who sees similarities and patterns but misses differences) with a
sharpener (Ectenic learner who cannot find patterns but sees differences
among words and morphemes), a global learner (Synoptic learner who sees the
forest) with a particular learner (Ectenic learner who sees the trees). If, on the
one hand, the material is highly abstract (accessible to Ectenic learners), the
individualizing faculty developer will find a way to add concrete experience or
experimentation to the presentation of the material for Synoptic learners; on
other hand, if the material is highly concrete (accessible to Synoptic learners),
the same faculty developer will find a way to couch the activities in theory for
Ectenic learners. When the material is highly sequenced, the faculty developer
will find ways to allow for some trial-and-error (random, stochastic) learning
for the Synoptic teacher, and when the material seems to have no particular
organizing features, the faculty developer will impose a structure and sequence
for the Ectenic leaner.10
When the program is based on systematic variety, the five-part Faculty
Development Learning Cycle, described above, can meet the needs of different
cognitive styles. For example, Synoptic teachers especially enjoy the “hook,”
while Ectenic teachers like the second segment, in which principles, guidelines,
and ideas are presented directly in a logical sequence. The third, fourth, and
fifth segments can be organized so that various activities cater to each
cognitive style.
Perceptual styles
Many terms have been applied to perceptual styles: perceptual styles, sensory
preferences, and “modalities.” Generally the best known of learning styles and
possibly the best understood, they refer to the physiological channels through

10

The E&L Construct posits that learners do not have one or another style but rather a mix of styles that
can mix and match poles, resulting in a complex learner profile; see Ehrman, this volume.
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which learners take in or perceive information. Those channels include, but are
not limited to, the visual, the auditory, and the motor (table X.3).11
We suggest [or Leaver (1998) and Oxford et al. (2004) have suggested
that each of these three primary perceptual modalities can be subdivided,
yielding six perceptual styles which were in the ALSAT (AGSI/ACTR Learning
Styles Assessment Tool) (Leaver, 1993; Leaver and Leaver 1996).12 These
styles are Visual-Verbal learners (those who “see” words in their head), Visual
Imagists (those who picture what they are reading or hearing), Auditory-Aural
learners (those who learn from listening to others), Auditory-Oral learners
(those who learn from talking aloud, hearing the sound of their own voice and
repeating what others have said), Fine-Motor learners (those who learn by
using their fine motor muscles, as in writing), and Motor-Kinesthetic learners
(those who learn by using their gross motor muscles. Yet another kind of
motor learner is the tactile learner (a student who learns through touch and
manipulation of objects) (Dunn 1996; Reid 1998), labeled here Motor-Tactile.
Recommendations for working with each of these perceptual styles are given in
table X.3. These and other perceptual styles are also found in the Style
Orientation Scale (Oxford et al., 2004, forthcoming).13
Table X.3

Perceptual styles

Style

Description

Visual

Visual learners learn through visualization or by seeing print and pictures. They fare poorly in
authentic-language environments that do not include visual support. In faculty development
activities they nearly always need accompanying handouts. When teaching they generally
provide visual support.
Imagists see pictures in their heads. They like texts with
pictures, and they like to watch films. They may not be
able to retrieve information verbatim because they tend to
store information as images; when recalling it they tend to
use different words.

Recommendation

For Imagist teachers, provide
diagrams,
pictures,
demonstrations, and other visual
explanations. . Encourage them
to create, use, and share their
own visual aids.

11

Other modalities include gustatory and olfactory learning—not of special value (or feasibly introduced)
to faculty development programs, although funded scientific research is now being conducted on the
mechanism of olfactory learning under the assumption that it might someday make a practical difference.
12
A number of learning styles exist that test the basic three modalities, sometimes called KAV, for
Kinesthetic-Auditory-Visual (ignoring the fine motor style altogether). There are those that deal with all
four aspects! Dozens of tests can be found on the Internet; our recommendation for a validated one that
has been used in a number of California schools is the Barsch instrument (nd).
13
Oxford (2001) refers to three kinds of visual learners—visual pictorial, visual-word, and visual spatial, as
well as to mechanical-tactile learners.
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Verbalists see letters and words in their head. Sometimes
they can reproduce entire texts from visual memory. They
like
to
read
anything
(literature,
newspapers,
advertisements, letters). They tend to be rapid readers and
have good reading skills.

Auditory

Motor

Allow Visual Verbalist teachers
to prepare for workshops and
meetings by providing them with
written information ahead of
time. Make sure handouts and
agendas
have
plenty
of
information for them to read.

Auditory learners learn by hearing or making sounds. Most auditory teachers prefer
instructional methodologies like the Audio-Lingual Method.
Aural learners learn by listening to others. Formats such as
roundtables, discussions, lectures, films, and small-group
instruction work well for them. Some aural learners,
especially if they have an Abstract-Random or reflective
cognitive style, may need time to absorb input (even that
provided through auditory channels) before being ready to
participate.

Allow Aural teachers to listen to
information via films, lectures,
peer presentations, discussions,
and small-group work.

Oral learners learn by listening to themselves (or through
mouth movements). They often dominate conversations
and interrupt other people. Some oral learners subvocalize
(talk to themselves softly) or silently “mouth” words or
sentences. They may be the only students who learn by
reading aloud (Leaver 1998). Because they love to talk,
oral learners can sometimes usurp a faculty development
session, especially one conducted in an auditory manner

Give Oral teachers enough
opportunity to talk, but set time
limits and avoid domination by
Oral teachers. In cooperative
group work, Oral teachers should
not always be given the role of
discussion leader or group
reporter. Make sure they give
others a chance to talk.

Motor learning is accomplished through the use of fine or gross motor muscles. Motor learners
like to teach vocabulary and grammar through Total Physical Response, take field trips, and
watch films—the latter being a vicarious form of movement.
Fine-Motor learners learn by using their fingers and other
fine motor muscles. Because they like to write, draw, and
doodle, they illustrate their lessons on the board and in
handouts and use computers in the classroom and to
prepare lessons.

Give Fine-Motor teachers the
opportunity to write copious
notes, draw pictures, or doodle.
(Doodling is not a sign of
disrespect,
boredom,
or
inattention.)

Kinesthetic learners learn by using their gross motor muscles
(arms, legs, body). They like to teach vocabulary and
grammar through Total Physical Response, take field trips,
and watch films. Depending on the program and their
other cognitive styles, they can also enjoy a computerbased approach to faculty development.

Give
Kinesthetic
teachers
opportunities to move, act, and
otherwise get physically involved
in learning.

Tactile learners learn by touching and manipulating
objects. Board games with multiple pieces, simulations
involving concrete objects, and similar “manipulatables”
work better than discussion in evoking ideas in tactile
learners.

Provide teachers with materials
that they can use in concrete
ways to understand and develop
ideas.

Source: Adapted from Leaver, 1998

The mix of learning style possibilities and, therefore, the infinite variety
of learner profiles, is now becoming quite rich. At least, 400,000 different
learner profiles emerge from the myriad possible personality, cognitive, and
sensory combinations (Leaver, 1998). This overwhelming variety is manageable
by the ordinary faculty developer, however, because many combinations simply
do not occur, except in extraordinary circumstances, and other combinations
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can be anticipated. For example, it is rare for an Ectenic learner to be
Kinesthetic and quite common for Kinesthetic learners to be IntuitiveThinkers with preferences for Synoptic learning, with strengths in the Concrete
and Random subscales. Nonetheless, the extraordinary does creep into the
ordinary life, and we have met the Kinesthetic Sensing-Judging learner who is
Synoptic in one set of substyles (Concrete and Random) and Ectenic in
another set of substyles (Sharpening and Particular learning). Such a learner is
a challenge for the classroom teacher, and should such a student eventually
become a teacher, he or she may well be a challenge for the faculty developer
(and even find some difficulty in lifelong independent learning). The best
defense and offense in all cases is to understand the underlying three categories
of styles—personality, cognitive, and perceptual—and to begin to watch for the
profiles that emerge. Understanding the individual styles that compose the
learning profile helps the faculty developer understand the overall profile and
teach to it.14 It also helps the faculty developer to know when it is necessary to
individualize and how much: In some cases, where the learner profile is a
predictable, typical one with patterns of styles being those that are commonly
seen, it is sometimes possible to select out which subsets of styles will be
addressed, and in other cases, where the material and/or information to be
dealt with is of one style or another, it is possible to plan a large-scale
adaptation (as in making written material accessible to auditory learners
through videos and lectures and to kinesthetic learners through videos and
small-group enactments).
In the area of perceptual styles, the fully individualized and systematic
variety models of faculty development can readily coincide, and the five-part
Faculty Development Learning Cycle can address the entire range of perceptual
styles. The hook might include visual stimuli (such as concept maps, photos
from the newspaper), auditory input (songs, discussion), motor input (raising
hands for a quick opinion survey, passing around an object), or a combination
(TV film clip uniting visual and auditory). All of the perceptual modalities can
be employed for different (or even the same) segments of the learning cycle,
14

Leaver (1998, 2005, forthcoming) suggests that teachers, administrators, and faculty developers who
are overwhelmed by the complexity and richness of learner profiles begin by working with just one
category of individual difference: personality, cognitive, or perceptual. Once there is familiarity and
comfort with one set of styles, the other sets can be added to it. At this point, a system of managing style
differences has been developed and adding more style variables to it can be just more of the same.
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depending on the faculty developer’s decisions about the needs of the teachers
in a given group.
Structuring faculty development programs
In deciding how to structure a faculty development effort, several elements
must be considered. These include, at a minimum, the participants’ experience,
program stability (or desire for change), and, of course, styles.
Teacher experience
Most models of faculty development assume that the participants are
inexperienced

teachers,

but

experienced

teachers

often

want

faculty

development, too. Many participants in faculty development programs are
seasoned veterans who happen to have moved to a different program, whose
program has been significantly revised, or whose institution or government has
added new requirements for foreign-language instruction or assessment. Even
teachers who remain in a fairly stable program without significant external
pressures or changes often need faculty development because they face
challenges stemming from their students’ individual differences, new teaching
methods that must be mastered, and new findings from research studies.
Program stability or programmatic change
In most programs, change is gradual. Under such circumstances, faculty
development is likely to be either an occasional activity, spurred by interest in
a new idea in the field, or, in more successful programs, a regularly occurring
event. Time spent over a long period would be considered an “extensive” form
of faculty development—one that leads to program stability.
In other institutions, radical program changes may be desired by the
administration, parents, students, or clients. In such cases, program stability is
less important than incisive course correction. The changes might be dictated
by new educational norms or by geopolitical considerations, depending on the
nature of the institution and the probable employment trajectories of its

90

Russian Language Journal, Vol. 55, 2001-2005

graduates.15 Sometimes an administration uses a nearly complete turn-over in
faculty to design a very different kind of language-learning program.16
Depending on the reason for the change, faculty development may be needed
restructure course content, introduce innovative methods, or redesign the
entire program. In the latter case, the nature of the language major and the
balance of service courses and more traditional language and literature may be
shifted. Radical change typically calls for “intensive” faculty development—
much effort over a short period of time.
Style considerations
In any kind of faculty development—extensive, intensive, or a combination—
personal style plays a significant role. When an understanding of style infuses
the faculty development program with the most relevant and informative
elements for each learner, one can expect overall teaching performance to
improve more rapidly than would be the case with a generic approach. What is
more, fidelity to style can set an important example for teachers to follow in
centering their own instruction on the needs of learners.
Good style-sensitive faculty development programs give teachers more of
the education and experience they need than do more generic programs. The
specific form of faculty development offered in style-sensitive programs will
vary as a single set of principles comes to be expressed in a variety of tasks and
formats (Leaver and Oxford 2000, 57). An effective faculty development
program is generally a combination of common elements useful for all teachers
and other elements relevant to subgroups.
In faculty development programs that are fully individualized, the
faculty developer assists teachers in setting up a development portfolio (or
plan) composed of appropriate, useful, and reasonable activities. Some
15

The growing unrest in American public school administrations in the wake of the No Child Left Behind
political agenda has resulted in the proposal of very radical changes, such as reinventing the entire school
system (Wagner, 2003). Much of the impetus behind this proposal (reinventing the entire school system)
has been the change in employment requirements for graduates of school programs. Today’s school
graduates who are planning to enter the workplace need basically the same set of skills as those entering
the university (ibid.) This calls for an immense change in the kinds of courses offered and outcomes
intended.

16

One institution, about four years ago, closed down the entire foreign-language department, temporarily
relying on study-abroad programs to manage student foreign-language-learning needs, in order to revamp
the foreign language program in its entirety.
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participants might emphasize modeling, a particularly effective learning tool
for Synoptic learners who are Abstract and Random. Others, such as Visual
learners who are also Introverted Thinkers, may prefer assigned readings or the
library, where they can read information on a range of topics related to their
classroom experiences and program initiatives. Their Auditory and Kinesthetic
peers may well choose seminars and workshops. Still others, such as
Extraverted, Abstract, Random Sensers, might make their development plans
with a focus on co-teaching and other forms of interactive sharing, whereas
their Introverted counterparts would probably prefer to observe demonstration
classes.17
Talking about style can greatly increase the effectiveness and acceptance
of a program that accommodates different participant styles. It can also help
participants accept each other’s differences as normal and be willing (with
growing comfort) to work outside of their style preferences from time to time
without complaint. Through discussions about style, teachers will come to
understand the source of their discomfort and see why certain common
elements need to be taught in non-style-sensitive ways.
With these considerations in mind, faculty developers can weave many
structures from common and unique strands. The combinations will be
determined by the needs of the program and the styles represented among the
faculty, and by other factors, including affective ones, that lie outside the scope
of this discussion.
Delivering style-sensitive faculty development
Faculty development, initial and ongoing, has many faces and forms. It takes
place between individuals (such as the faculty developer and each teacher), as
well as in solo reflection and group interactions. It occurs as a planned part of
formal supervision and in informal chatting in the hallway.
17
Some faculty developers fear the full individualization approach to faculty development, believing that
teachers may not understand the reasons for disparate treatment. Major concern might come from those
who seek authority figures to tell them what to do, who dislike much choice, and who prefer a “single
correct way” for everyone to do things. However, most teachers know their own style preferences, at least
on a subconscious level, and, in our experience, will generally accept differential treatment when it
matches their style preferences.
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Five general structures, chosen for their ubiquity and representativeness,
are presented below. In selecting activities for each, several elements must be
considered, including teachers’ experience, program stability (or desire for
change), and, of course, personal styles.
The five structures are (1) education and training, (2) teamwork, (3)
observation, (4) formal feedback sessions, and (5) evaluation.
Education and training
Education and training of new and experienced teachers can take place in
many venues and through many activities, some formal, some informal.
Activities undertaken outside the program may include courses in instructional
methodology, technology, psychology, classroom management, and other
subjects, as well as conferences, seminars, and workshops. Activities within the
program may include formal instruction in preservice and in-service workshops
and informal instruction in staff meetings. The examples provided below—
workshops, staff meetings, modeling/demonstration, co-teaching, and career
enhancement—are representative activities; the full range of education and
training activities is far greater.
Workshops. Workshops may be conducted at an external location or event,
such as a conference, or in-house by the program’s own faculty developer.
Whether the workshop is external or internal, style conflicts can emerge if the
workshop format reflects only the favored style of the workshop leader and
does not speak to the styles of all the participants. The workshop leader may
lecture, for example—catering to the Auditory and Ectenic participants but
disadvantaging participants with Visual and Motor preferences, along with
their Synoptic peers, especially those with a need for Concrete and Random
(trial and error) learning.
Style conflicts can also occur if the workshop leader does not present
new ideas in conceptual terms that are consistent with the participants’ styles.
Grenfell (1998) illustrates the importance of individual differences in a
workshop situation with four students. Student 1 learns best if provided with a
hypothetical situation; student 2 wants to develop a method for himself;
student 3 wants to be given a prescription; and student 4 is very flexible—any
of the previous three kinds of presentations will work for her. Reaching all
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these individuals in the same workshop can be accomplished through smallgroup instruction (and allowing some participants to choose to work alone) or
by presenting the material in multiple forms.
If a conflict in style between leader and participants is left untreated, it
can undermine the comprehension and acceptability of the new ideas for many
participants, for whom the workshop is likely to prove a waste of time. Worse,
the ideas presented may not stand a chance of being implemented in the
classrooms of the disaffected participants.
Preservice and in-service workshops are a popular format in many
faculty development programs. Formal workshops can be successfully used
with all personality types if the composition of the participants is taken into
account in planning the event. Among the style differences most significant in
the workshop format are Extraversion-Introversion and perceptual style
differences. With large numbers of Introverts in a workshop group, a highly
interactive activity—even an interactive lecture—is probably not the best
format. In such cases pairs or small groups work better. Each group or pair
selects a spokesperson to share conclusions, results, and ideas with the larger
group.
With Extraverts, a large-group format generally works better, since one
or more Extraverts can take over a small group unless the workshop leader has
the foresight to assign specific roles that prevent one person from dominating.
If the leader is unskilled at working with Extraverts, workshops can become
free-for-alls, with Introverts generally electing not to participate (and their lack
of participation often going unnoticed by workshop leaders).
Leaders can evoke greater enthusiasm and understanding among
workshop participants by taking into account perceptual differences. Visual
participants generally need some form of visual support—such as extensive use
of the blackboard, handouts with diagrams, or note-taking outlines. They also
benefit from advance distribution of readings on the topics to be covered. (But
keep in mind that visual learners can become so distracted by a text in front of
them that they stop listening to the presenter.)
For Auditory participants, workshop leaders will want to include
participatory lectures and discussion. Assigning a large amount of advance
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reading to auditory learners often results in overload or failure to complete the
assignment.
Motor participants, of course, need the opportunity to move. For FineMotor learners, there should be naturally occurring opportunities to write,
draw, and doodle. Adding work with real objects is also helpful.18 MotorKinesthetic learners find workshops unbearable if they cannot move during the
learning process. At the very least, they need to be able to change positions
through small-group activities, presentations, and the like. Motor-Tactile
participants require at least a modicum of work with real objects, something
easily accomplished by using games or simulations involving manipulable
objects.
Workshop leaders who understand the source of resistance to their ideas
can take steps to reduce it. Typically, this means analyzing the learning style of
the teacher-participants and locating conflicts between what is being asked of
them and what they hold as obvious or sacrosanct.
Some styles simply present greater resistance to new ideas than do
others. Sensing participants are often considered “difficult,” especially by
Intuitive workshop leaders, when in fact, the difficulty is nothing more than a
style conflict. Leaders who present radically new ideas may need to prepare the
soil for Sensing teachers. Intuitive leaders (and supervisors) often present new
ideas and new programs as exciting new ventures derived from common sense,
without considering the Sensing teachers’ need for fact-based arguments in
favor of changes. “Seeing is believing” for the Sensing teacher, while “faith in
oneself” is the approach of the Intuitive workshop leader. This often leads to
out-of-hand rejection of new ideas by Sensing teachers, whose only evidence of
their advantage is banner-waving by intuitive workshop leaders and
participants.
Likewise, if the group is largely Intuitive and the workshop leader is a
Senser, the leader will quickly lose the attention of the Intuitives by proceeding
according to instinct. Intuitive participants pay attention to possibilities, ideas,
and concepts. They quickly become bored with statistics and fact-based
18

Some style researchers include “touchers” in the Kinesthetic or Fine-Motor categories. However, others
suggest, as mentioned earlier in this paper, that learners who learn from touching objects, as opposed to
manipulating them, form yet another perceptual style category: Tactile learners.
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arguments. They would prefer to have a theoretical construct, even if it is not
yet worked out, and a rationale; they will work out the rest on their own over
time.
Strongly Visual teachers often resist auditory approaches. In the
language classroom, auditory approaches include the Audio-Lingual Method
(Lado 1964), and the early version of the Total Physical Response technique
(Asher 1988). Visual teachers, especially those who are also Ectenic in style,
dislike auditory tasks and fight to keep their decontextualized flashcards and
word lists, even while trying to implement communicative approaches.
Similarly, Visual workshop leaders often assume that others need the same
kind of visual support that they themselves need, and they sometimes
unknowingly reject auditory participants’ desire for background noise and oral
interaction. Many workshops ignore Visual-Spatial learners, who need spatial
cues presented in a visual format, though it would be simple to include
workshop activities involving map work (on any place or topic), board games
with spatial elements, or, in some instances, hypermedia (see Oxford, 2004, for
an in-depth description of the Visual-Spatial learner).
Auditory teachers might want to include large amounts of reading aloud
in their language classrooms—a technique that has proven ineffective for most
learners but that works for Auditory-Oral individuals. When elimination of
reading aloud is suggested, such teachers may resist unless a very strong
rationale is given and alternatives are presented. Likewise, workshop leaders
who are Auditory sometimes fail to recognize that Visual workshop
participants need constant visual stimulation and that such participants gain
little from oral presentations and discussions that are not supported by visual
input.
Workshop leaders typically provide lots of activities, including notetaking, that suit the Fine-Motor participant. However, the style requirements
of the two other Motor types, Motor-Kinesthetic and Motor-Tactile, are often
forgotten. There has been, after all, an institutional and cultural bias against
the use of movement and objects in many classrooms beyond elementary
school for a number of years. Although movement and objects have been used
in science labs, until recently they have been eschewed by many teachers of
math, social studies, and other subjects, even foreign languages, with the
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exception of a short flirtation with Cuisenaire rods (Gattegno 1988) two
decades ago.
To cater more effectively to Motor-Kinesthetic participants, workshop
leaders might include drama, games, and other physical activities, all of which
can be related to the topic at hand. Motor-Tactile teachers like to work with
real objects, and this is often possible if the workshop leader takes the time to
think of objects relevant to the workshop theme.
In workshops that deal with teaching methods, leaders can readily
demonstrate ways in which language teachers can include more movement and
touch in their own classrooms. For instance, leaders can show teachers who are
neither Motor-Kinesthetic nor Motor-Tactile how to incorporate elements of
Total Physical Response and other movement and touch activities into
language classrooms. Using a treasure hunt to teach verbs of motion can be
especially effective for learners who need to move their bodies and touch real
objects.
Although this seems like common sense, many non-Motor teachers
require all students, no matter what their style preferences, to sit still and
complete workbook pages, recite dialogues, or give oral answers to textbook
exercises. When presented with the possibility of teaching verbs of motion
using motion and objects, such teachers may resist. After all, they once learned
the accurate use of verbs of motion without leaving their seats.
It is the job of the workshop leader to sensitize such teachers about the
needs of Motor-Kinesthetic and Motor-Tactile students and to provide practice
in a range of workshop activities involving movement and touch. Teachers who
have become sensitized to differing perceptual styles—through formal
instruction in individual difference theory and through hands-on workshop
activities—are more likely to consider incorporating tactile and kinesthetic
activities in their own classrooms.

Staff Meetings. There are many small opportunities for faculty development.
Even at routine staff meetings, a few minutes can be taken at the end (even
better—at the beginning) of the meeting to accommodate faculty development
activities and short discussions. Meetings are greeted with varying degrees of
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enthusiasm or resignation by the various personality types. Much, of course,
depends on their content, length, and nature. Important style differences at
staff meetings include Extraversion-Introversion and perceptual preferences.
At the end of an intensive meeting or a day full of highly interactive
work, Extraverts can be energized enough to begin the day anew. In working
with Extraverted teachers, faculty developers need to invest time in personal
interaction, but that interaction does not necessarily have to be one-on-one.
Many Extraverts are satisfied with group interaction.
In contrast, Introverts need time to regenerate after intensive or group
interaction. Faculty developers may need to meet with them one-on-one in a
quiet environment away from group activities—perhaps before or after a staff
meeting. If there is to be a difficult discussion—about teaching performance,
for instance—Introverts may need time before the meeting to prepare and after
the meeting to sort through their reactions. When at a meeting, Introverted
teachers may not want to know all these details. They may not want to have
long meetings to discuss matters they consider best decided by the program
supervisor.
To get the most out of faculty development segments of a staff meeting,
it is often helpful to begin with the development topic, rather than to finish
with it, so that minds are fresh. In order not to tire Introverted teachers,
Extraverted program managers may want to set time limits for meetings,
including the faculty development aspects.
In sensory terms, the same recommendations exist as were given for
conducting workshops: visual support for Visual teachers, discussions for
Auditory teachers, movement for Motor-Kinesthetic teachers, and use of
objects, if possible, for Motor-Tactile teachers. Motor teachers who must sit for
long periods of time sometimes feel confined and either stop listening or resist
input. This is yet another reason for beginning staff meetings with the faculty
development portion.
Modeling/Demonstration. Few of today’s teachers were educated in learnercentered classrooms, so they may lack early models of the technique. Faculty
developers who want teachers to be able to use learner-centered instruction—
including showing sensitivity to style differences—in their own classrooms can
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model this behavior for teachers by providing a wide variety of activities keyed
to different styles. They can also model other very important attributes of
learner-centeredness: courtesy, democracy, empathy, asking rather than
demanding, and risk-taking. Risk-taking is important not only in language
learning but also in faculty development, when new teaching concepts are
shown and implemented. It comes most readily to Synoptic teachers with
strong preferences for Concrete and Random learning, especially those who are
also Intuitive. Other teachers may need the faculty developer’s support and
protection before taking risks.
Today’s foreign-language teachers were typically educated in GrammarTranslation, Audiolingual, or Cognitive Code methods, and their natural
instinct is to reproduce the same methods in their own classrooms. Faculty
developers can model newer, more communicatively authentic ways of
teaching. Modeling alone may be enough to effect change in teachers who
learn through observation. Others may need more explicit communication,
requiring faculty developers to explain aspects of what is being modeled before
or after the modeling. One of the most effective means of passing along new
methods is through a demonstration classroom in which the faculty developer
models particular techniques and asks teachers to discuss or reproduce them.

Co-Teaching. Co-teaching puts a faculty developer together with a teacher.
Together, they plan lessons, teach classes, and discuss outcomes. An effective
way to introduce teaching techniques to new teachers—and new teaching
techniques to experienced teachers—co- teaching is useful in many ways:
building relationships, developing specific techniques, and helping teachers
differentiate among learners. Preparing and conducting lessons together allows
the faculty developer to observe the teacher’s approach and instincts.
There is the added advantage of being able to conduct “formative
evaluation”—evaluation that occurs during the development phase, rather than
at the very end (Azavedo 1990). Formative evaluation allows on-the-spot
assistance and immediate improvement, whereas a post-observation discussion
is frequently only a belated critique that does not help the teacher very much.
For many teachers, particularly those who like spontaneity and do not need to
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reflect deeply before making instructional changes, such immediate feedback is
very effective. Faculty developers have often found that co-teaching can
significantly reduce the amount of calendar time required to guide a new
teacher.
Extraverts tend to be more comfortable than Introverts with co-teaching.
Although experience can help Introverts to be more comfortable with it, most
Introverted teachers, regardless of experience, seem to need time to adjust to
the idea of co-teaching—as well as time to prepare for a co-taught class.
Teamwork
Teamwork can be one of the most effective, intensive, and sometimes volatile
means of conducting faculty development. It fosters sharing of ideas and
experience and allows teachers to learn from each other. Teams also serve as
safe havens in which teachers can try out new ideas and techniques, some of
which may have been suggested in workshops or other faculty development
activities.

Team

Composition

and

Interaction.

There

are,

of

course,

ideal

combinations of like and compatible styles around which to organize teams,
but the scatter of styles in any given group usually precludes perfect
composition. Fortunately, any combination of personality types, cognitive
styles, and perceptual preferences can work harmoniously toward a common
goal if faculty developers are careful to help them avoid the most common
conflicts. In teams, such conflicts are most likely to arise from differences in
personality type and cognitive style. They can be alleviated and even avoided
by the style-sensitive faculty developer.
One typical conflict is between Extraverts and Introverts in public
interactions. To temper the Extraverts’ tendency to take over discussion
sessions, the team can adopt a meeting format in which agenda items have
time limits, thereby limiting the time any one individual can hold forth on any
one topic. Or each team member might be made responsible for leading the
discussion on a specific topic, thus giving Introverts the opportunity to
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participate on a near-equal basis with the Extraverts on the team—at least on
their assigned topic.
Introverts also benefit when the agenda is prepared and distributed in
advance; they then have time to think about the various items and prepare
comments. (Introverts are more likely to offer prepared comments than
impromptu ones.) Team leaders, faculty developers, and supervisors can
further encourage input from Introverts by soliciting wrap-up comments from
each team member.
Tannen (1994) suggests equalizing the power between men and women
at meetings through nemawashi, a Japanese tradition in which supervisors and
team leaders meet privately with each team member to determine conflicts and
disagreements before the meeting. Thus prepared, the leaders are better able to
guide the meeting toward consensus. Or team leaders and faculty developers
can meet ahead of time with Introverts to note their concerns, bringing them
up in the course of the meeting (and asking the appropriate team member to
comment on them) if they do not arise naturally.
Another area of naturally occurring conflict is between Sensing and
Intuiting teachers. Sensers typically set simple goals that are attainable in a
defined (usually short) period of time. Kroeger and Thuesen (1992) suggest
that Sensing people tend to subscribe to the “KISS principle” (Keep It Simple,
Stupid). Intuitives, on the other hand, with their futuristic and theoretical
orientation, tend to set challenging, long-term, and complex or multiple goals
that Sensing teachers can find overwhelming.
If faculty developers wish to facilitate curricular changes, such as moving
into a communicative mode of teaching or implementing a grant program, they
might divide tasks so that both sets of teachers are working comfortably in
style. Thus, Intuitive teachers might be asked to define strategic goals, and
Sensing teachers to break them down into specific actions and milestones. As
Leaver and Oxford (2000) note in their discussion of mentoring teaching
assistants, “all teachers ultimately need to agree to both the strategy and the
tactics, [but] they all do not have to be involved in developing both” (60).
Whereas Extraverted-Introverted and Sensing-Intuitive differences can
cause discomfort among team members, Thinking-Feeling differences can
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generate palpable hostility. Since the values of Thinkers and Feelers are nearly
absolute contradictions, some assistance from the outside may be needed to
develop harmony when both types are equally represented on the team.
(Formal team-building activities can help in this regard.) Thinking teachers can
be taught to show compassion for their Feeling colleagues, even if doing so
seems uncomfortably “touchy-feely,” and Feeling teachers can learn to express
themselves through logic, rather than feeling.
The Judging-Perceiving difference can also create tension. Perceivers
want to explore all options before embarking on new projects. Brainstorming
sessions delight them, and deadlines, so dear to Judgers, amuse them—until
anger flares from the stress of working out of style. Judgers, when working with
Perceivers, often accuse the Perceivers of procrastination. The Judgers would
prefer to forge ahead with new ideas, try them out, and then resolve any
problems that appear. Perceivers are uncomfortable making significant changes
without exploring all possible problems and solutions in advance.
The conflict between Judgers and Perceivers comes from their very
different attitudes toward closure. It does not help, either, that most
organizations, like society in general, value the Judging approach to work and
life over the Perceiving (Kroeger and Thuesen 1992).
Committee work can accommodate the talents of both Judging and
Perceiving

teachers

without

frustrating

both.

Perceiving

teachers

can

brainstorm solutions to thorny issues, while Judging teachers develop new pilot
projects—to generate more thorny issues.
Cognitive style differences, too, can cause conflict on a team. In
developing a new curriculum, for example, Synoptic team members can be
relied upon to devise innovative approaches, Ectenic individuals with strengths
on the Abstract and Random subscales to obtain the needed observations and
feedback, with strengths on the Abstract and Sequential subscales to research
the options, and with strengths on the Concrete and Sequential subscales to
determine how to implement each approach. With a style-oriented assignment
of responsibilities, even the most junior faculty member can bring real talent to
the task, and all faculty can grow in significant ways by learning from each
other.
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Ectenic-Synoptic differences can be yet another area to which faculty
developers may want to be sensitive. Ectenic teachers frequently need much
more time to reflect upon issues and may want far more details than Synoptic
teachers. In a team, often the Synoptic learners assert their leadership early,
while the Ectenics continue to contemplate the goal ahead. Faculty developers
can help by making all participants aware of such pitfalls and ensuring that
Ectenic learners assume some team leadership.
When dealing with specific issues, both styles can be accommodated.
While Ectenics analyze the situation under discussion, Synoptics can be
encouraged to work on related areas or on a completely different task. The two
groups can then be called back together to share their ideas.

Team Communication. Accomplishing team goals in faculty development
and curriculum change depends on good communication. And if the team is to
communicate, its members need to understand each other—not only their
overt messages but also the manner in which those messages are delivered.
Woodward

(1999)

suggests

six

different

communication

styles

associated with certain personality types (based on the KTS) and cognitive
tempos (based on the Impulsive-Reflective subscales19 of the E&L Construct).
Anticipative is the style typically found in Impulsive Intuitive Thinkers;
Dynamic, in Impulsive Sensing Judgers; Responsive, in both kinds of Intuitive
Feelers; Detached, in both kinds of Sensing Perceivers; Involved, in Reflective
Intuitive Thinkers; and Reactive, in Reflective Sensing Judgers.
Making communication explicit and sending appropriate signals can do
much to prevent communication errors. Because those signals will generally be
interpreted in style-dependent ways, however, senders and recipients both
must understand how users of another style are likely to interpret signals.
A pause, for example, is generally interpreted by an Anticipative
communicator as signifying a lack of something to say, unexpressed
disagreement, hostility, confusion, or one of a host of other negatives.
19Impulsive-Reflective differences, first defined by Messick and Associates (1976), refer to the speed
with which one is internally compelled to complete an activity. Impulsive learners generally begin
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Anticipative communicators rarely pause, and hearing someone else do so
makes them uncomfortable—thus the negative interpretation. Dynamic
communicators take a similar attitude toward pauses. Involved communicators,
on the other hand, are very comfortable with pauses and use them regularly as
they think about their responses. They do not interpret pauses negatively. In
working on a team, then, Anticipative and Dynamic teachers need to give
others room to respond and not become impatient with silence.
Involved communicators tend to provoke discomfort in another way as
well—by closing the physical space between themselves and their interlocutors.
Faculty developers can help by intervening and talking about style when
conflicts arise, demonstrating active listening techniques, helping determine
intended meanings, and revealing why an interpretation may have been
incorrect.
An explicit approach to communication takes time, but failure to
communicate ultimately takes more time. An explicit approach takes into
account not only communication style but other styles as well. For example,
Sensing Judging and Ectenic teachers need specific rules, content, and
deadlines, whether those specifics come from a supervisor, a faculty developer,
or team members. Sensing Perceivers, on the other hand, need to know the
limits of choices that are available or permitted. Ectenic teachers generally
need step-by-step instructions and nearly always do if they are Sequential
learners. Intuitive Thinking teachers require explanations based on logic, and
Synoptic teachers sometimes need help, when working on a team, in reigning
in their risk-taking and independence. Once again, the best teams can talk
about these differences, understand that styles are a matter of difference, not
of quality or merit, and accommodate their team members as they would their
students—or as they would have the faculty developer accommodate them.
Putting all these aspects together in a large, team-based program can be
a very daunting task, one that requires much practice. At one institute, the
supervisor (a dean) structured a management team to teach others to
communicate and work well in teams, regardless of the team members’ styles.
In this case, the team consisted of the dean, associate deans, department
immediately, talk while thinking, and then go on to the next activity. Reflective learners generally pause
immediately, talk after thinking, and reconsider before going on to the next activity.
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chairpersons, and a faculty developer. For a full week, capable teachers
managed the school while the management team carried out a staff
development program based on first-hand learning about personality and
communication styles. The week away from the workplace brought long-term
benefits far outweighing the missed forty hours: The teachers who had stepped
in as administrators quickly developed a better understanding of the problems
faced by the administrators and passed along a new tolerance that spread
throughout the school.

Team-Teaching. Team teaching, or what is sometimes called “four-handed
teaching” (Goroshko and Slutsky 1999), is a wonderfully effective and
entertaining form of faculty development. Team teaching differs from coteaching in that it involves joint teaching by peers, whereas co-teaching is done
by a teacher and a faculty developer.
Team teaching has many advantages for students, including more time
on task, more teacher attention, smaller groups, and modeling of interaction in
the foreign language by the two teachers. Just as important for faculty
development, team teaching can provide much opportunity for teachers to
learn from each other as they prepare lessons together, conduct classes, and
discuss their students’ successes and problems. In pairing teachers, however, it
is important to take into account their personality types, cognitive styles,
perceptual styles, and even, in some cases, communication styles. The most
important differences seem to relate to cognitive styles. Since Ectenics and
Synoptics learn in different ways, they include very different kinds of activities
in their lessons. Ectenics generally prefer to teach grammar and vocabulary
deductively—by explaining specific rules and asking students to apply them.
Synoptics, by nature, prefer inductive teaching, in which students are expected
to figure out the rules and patterns based on observation. Equally important,
such differences can make it difficult to agree on classroom activities. For
instance, when a workshop leader conducted lesson-planning sessions in many
locales with dozens of teachers, she divided teachers into groups based on
cognitive style preferences. The groups produced very different lesson plans on
the same topics. Plans made by one group were generally unpalatable to
teachers of the opposite learning style. Such differences can become
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exaggerated when teachers of opposite styles are forced to work together on a
regular basis. One of the most effective ways to manage differences is to talk
about them openly, educating teachers about individual difference theory and
providing a personal example of acceptance of all styles.
For purposes of team teaching, the differences between Extraverts and
Introverts may be the most striking. Generally, Extraverts are more successful
when paired with other Extraverts and Introverts when paired with other
Introverts. Of course, when two teachers are sensitive to—and accommodating
of—matters of personal style, they generally can teach together harmoniously
and successfully, no matter how potentially explosive their opposing styles.
Admittedly, it may take a little time for them to figure out the balance of
interaction that will be needed or accepted from each of them.
Examples of such accommodation are plentiful. In one case, an Extravert
and an Introvert were team-teaching together for the first time. The Extravert,
while teaching the first half of the session, was flamboyant and comical and
made special efforts to engage all the students. The Introvert taught the second
half in a much quieter, more restrained way. The two presentations contrasted
so strongly that the students were jarred by the experience.
When the class was over, the two teachers discussed the advantages and
disadvantages of each approach. The Extravert’s instruction had the advantage
of being more entertaining and inclusive, although some Introverted students
felt uncomfortable with the amount of interaction. The Introverted teacher’s
instruction had the advantage of not pressuring the Introverted students and of
holding to a more consistent pace, but some students found it a lot less
interesting.
With this knowledge, the two teachers organized their next teamteaching session using the five-part learning cycle described earlier. Each
teacher taught the parts of the lesson that were most suited to his personality
type. In the next team-taught class, the Extravert took care of the opening
hook; the Introvert then presented new information about vocabulary,
structures, and content. The Introvert and the Extravert took turns leading the
practice activities, with the Introvert facilitating certain individual practice
activities and the Extravert facilitating interactive tasks. They came together to
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lead the final sections, those devoted to personalization and learner selfevaluation.
The two had told their students at the beginning of the class who would
be handling which parts of the lesson. Everyone was comfortable and
productive because the team teachers were each teaching from their “strong
suits,” and the students knew what to expect.
Of secondary concern in team teaching is the Judging-Perceiving
difference. The Judger will often want to move on in the lesson plan sooner
than the Perceiver, but otherwise few of the differences that cause conflict
between Judgers and Perceivers are likely to appear in classroom teaching.
Conflict is much more likely to occur in lesson planning. Typically,
Judgers see the lesson plan as a product to be prepared. They want to begin
committing words to paper immediately. Perceivers, on the other hand,
conceive of the task of preparing the lesson plan as a process. They want to
spend more time in anticipating student reactions and considering various
aspects of the lesson.
A faculty developer can assist the Judging-Perceiving pair to avoid a
major conflict by guiding them to set time limits—more than the Judger wants
and less than the Perceiver wants—in which to prepare the lesson plan. In
troublesome cases, the teachers can agree on specific actions to be taken in
preparing the lesson, with a time frame for each action. (This will create some
irritation for the Perceiver, unless he or she is style sensitive. Some of the
actions may be accomplished separately, thus allowing each teacher to work in
style while preparing the lesson plan.
The cycle, then, would consist of an agreement on the overall amount of
time to be spent preparing the lesson plan, followed by an agreement about
how much time should be used for (a) initial discussions and brainstorming,
(b) individual thinking and taking detailed notes, and (c) getting back together
again to make final decisions. The participants should decide that it is OK for
the Judger to use any time left over from the individual planning phase to do
some other form of work, go out for a walk, or check email while the Perceiver
continues to cogitate. Such an agreement will lessen the stress between the
fast-finisher and the slow-but-steady finisher. Just as the lesson-planning
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process is a form of compromise, the resulting lesson plan will probably
represent a compromise.
Perceptual differences, too, can play a role in team teaching. These
differences, though, are easily worked into a positive contribution to the team
effort. The Visual teacher usually remembers to prepare handouts when the
Auditory teacher has forgotten them, and the Motor teacher generally has sets
of physically active tasks or objects that can be used to teach many different
linguistic phenomena. Working together in this way, teachers with different
perceptual styles can make excellent partners.
Observation
Although teamwork is a useful part of faculty development, observation of
teaching is often just as valuable, particularly when it is followed by formal
feedback, as discussed later.
Observation can be done by faculty developers, peers, supervisors,20 and
even—through a combination of self-observation and reflective teaching—by
the teacher under observation. Some teachers are more comfortable with
outside observation than others; their comfort level depends, to a great extent,
on their styles. Likewise, some teachers are more capable of self-observation
and reflective teaching than others. Skill at self-observation is frequently a style
issue. Reflective teaching, on the other hand, depends on a set of skills and
strategies that can be taught.
Observation by the Faculty Developer. Observation by the faculty developer
is a traditional approach to on-the-job faculty development. Accurate
assessments of observed lessons depend partly on the observer’s level of
preparation. By considering in advance the main focus of observation for a
given day or week faculty developers can make more of their time. For
instance, the focus might be error correction, classroom interaction, pacing,
clarity of objectives for the lesson, fulfillment of objectives, or scaffolding by
the teacher. Some faculty developers prefer to write a specific set of questions
or use an observational checklist; for others knowing the general focus is
enough.
20

Observation by supervisors is not relevant to this article, unless the supervisor is also the faculty developer.
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Most faculty developers find it essential to take notes in order to
remember key details or gain a basis for further analysis and synthesis.
Occasionally, the faculty developer decides to videotape the observation, but
this requires advance agreement with the teacher and the class being observed.
Accuracy of assessment is crucial in an observation. Yet accurate
assessments are not always possible unless faculty developers recognize that
individuals with certain personality types act very differently when an observer
is present, thus creating classroom situations that may not reflect the natural,
unobserved state. Some teachers’ observed classes are better than their routine
classes, while others’ are not as successful. In fact, few classes are unaffected by
the presence of an observer. One is tempted to invoke the axiom of quantum
physics and contemporary qualitative educational research: The observer has
such an impact on the observed that one cannot assume that the observed
state is the same as the natural state.
Accuracy of assessment can be diminished when the observed teacher
becomes excited, either positively or negatively, due to the observation. Certain
teachers, such as Extraverted Synoptic individuals, relish being observed. They
are natural risk-takers who love to perform. They generally put on a good show
for their students, but when the faculty developer steps into the room to
observe, Extraverted Synoptic teachers may be even livelier and more
successful than usual. Thus, the fact of being observed may cause the teacher
to exaggerate some personal tendencies, and the observation may not reflect
daily reality.
Other teachers are usually affected in a negative way by being observed.
Most Introverted Feelers, for example, feel deeply anxious when observed, and
the more nervous among them can lose their concentration and perform
poorly. Similarly, Sensing Perceivers may be distressed by observation.
Athough they are considered to be physical risk-takers, their tolerance for
physical risk does not extend to being observed; in fact, many Sensing
Perceivers become very nervous when observers are present.
Accuracy of assessment is by no means guaranteed if the teachers being
assessed are anxious. When teachers are anxious, lessons suffer, and observed
lessons are much poorer than typical lessons. In front of observers, some
anxious teachers lose proficiency, while others rely more on their students’
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mother tongue. Such teachers may find that reflective self-observation and
student feedback can be more helpful than feedback from the faculty
developer, and the faculty developer must recognize this fact.
Many Intuitive Thinkers are not concerned about the faculty
developer’s visit. Intuitive Thinkers are natural actors—many character actors
in Hollywood have this personality type. Intuitive Thinking teachers rarely
become nervous when observed. Nor are they particularly inspired by being
observed. Therefore, it might be safe to assume that observed classes taught by
Intuitive Thinking teachers are similar to their unobserved classes. But
Intuitive Thinkers want to do things their own way, and they may feel that the
observer will encroach upon their freedom.
Under certain circumstances, in fact, Intuitive Thinkers can become
quite distressed by a faculty developer’s visit. Intuitive Thinking teachers who
are highly Introverted may well feel uncomfortable being observed. Other
Intuitive Thinkers may believe that their language skills are not adequately
developed in comparison to the faculty developer, especially if the faculty
developer is a native speaker. For the Intuitive Thinker, a sense of competence
is of paramount importance, and when that sense of competence is threatened,
severe anxiety can result. Intuitive Thinkers who are new on the job may be
quite proficient in the language but feel linguistically incompetent and
therefore lose control of the language in front of the observer (Horwitz 1996).
Although it may seem difficult to gauge immediately whether the
observer has had a positive, neutral, or negative impact on the teacher and the
class, there are many ways to determine the accuracy of an observation. The
first is to replay with the instructor whatever the faculty developer thinks he or
she has observed. Where there are discrepancies in goals and perceptions, the
instructor should be able to identify them. Watching student behavior in the
classroom also helps. If students act as if they are used to an activity, then it is
very likely that the teacher uses it frequently. If students appear confused
about how to carry out an exceptionally good activity or one that has been
recommended in faculty development workshops, it is a reasonable assumption
that this is a new experience for them and that the observer is seeing not a
typical lesson but the teacher’s desire to impress the observer. (In a perverse
way, then, the observation has had a positive impact on the teacher.) On the
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other hand, if students make mistakes or seem not to have done their
homework but do know how to carry out an activity, it is likely that the
activity is familiar to the class but the observer is making the students nervous.
Where there are doubts about whether the observation reflects actual practice,
student feedback on the class observed and on the run of classes taught by the
observed instructor can be particularly valuable. Observations can also be
balanced against the student proficiency results of the teacher being observed.

Observation by Peers. Many teachers benefit from observing their colleagues
in practice. Team members can help each other by opening their classrooms to
their colleagues. Junior faculty can visit the classes of more experienced
teachers. Teachers who have developed a special teaching technique or have
been unusually successful at implementing new ideas might invite colleagues
into their classroom.
Some teachers, clumped in certain personality types, are typically more
willing to visit colleagues and more open to having their classrooms visited. For
those who are less willing it is best not to force an uncomfortable situation,
given the many other ways to do faculty development.
Extraverts are more likely than Introverts to open their classrooms to
colleagues and to visit classrooms of their peers. Introverted teachers who
believe that they can learn specific techniques from certain peers and who have
themselves identified the classes they would like to visit are more likely than
other Introverted teachers to participate readily in the observation component
of a faculty development program.
Intuitive Thinkers, especially those who are Introverted, may not be
eager to observe or be observed, because they like to do things is in their own
way and may feel that others deserve similar treatment.
Teachers who are Synoptic in their randomness and Ectenic in their
abstraction teachers learn best from demonstration and may benefit the most
both from demonstration classrooms and from observing the routine teaching
of their colleagues. These teachers are particularly good at seeing details,
figuring out teachers’ goals, and determining how to incorporate new ideas into
their own lesson plans.
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Conversely, Synoptic teachers sometimes miss many of the details of the
lessons that they observe. Synoptic teachers may compensate for this tendency
by arranging a follow-up discussion between teacher and observer. In fact, a
post-observation meeting is a good practice in most instances, no matter what
styles of teachers are involved.
In programs where tolerance has developed from an understanding of
individual differences, peer observation can be a powerful tool for the
development of new teachers. In one program that met this description, the
supervisor asked three teachers to open their classrooms to a new teacher. She
made the request in a written note to all three. Each recipient was asked to
help the new teacher with one of three important kinds of activities. The three
teachers, of course, agreed to help the new teacher, but, seeing that each of
them had special skills in differing areas, they also arranged to visit each
other’s classes.

Self-Observation. Observation need not always involve another person, such
as a faculty developer or peer. Teachers can observe their own work.
The effectiveness of reflective, self-observant teaching depends on a set
of skills and strategies that can be taught, although “learning to be reflective
through collaborative action research, and reflection itself, is a time-consuming,
intensive process” (Pennington 1996, 321).
Reflective self-observation only works when teachers are willing to spend
time and cognitive energy to assess their own teaching. Those who are most
willing usually value self-reflection, introspection, and self-observation in the
teaching process.
Intuitive Thinkers can be very good at reflective teaching and selfanalysis, even though otherwise they are not highly attentive to details. For
two reasons, however, Intuitive Thinkers are often reluctant to share the
results of their analysis with anyone else. First, they do not necessarily
recognize external authority, and second, they are self-critical enough not to
want or need additional criticism. (They often interpret nearly any form of
feedback as criticism.)
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Sensing teachers may be ill at ease when asked to use much selfreflection, even though in general they are good at noticing details. Their
preference is often to seek feedback from those in authority.
For some teachers, journals are a good way to keep a record of
observations of their own teaching (Moore, 1996). However, teachers differ in
their interest in taking and rereading notes—and in their ability to pay
attention to details. Most Synoptics, for example, make fewer detailed
observations and notes than Ectenics, especially if the format used is a postclass journal. For Synoptics, the best approach may be to videotape or
audiotape the classroom and then replay the tape as many times as needed to
identify relevant details. Compared with Introverted teachers, who tend to be
reflective, Extraverts (especially Synoptics) are less likely to have the patience
for or interest in keeping journals. Intuitive Thinkers may find journals to be
too touchy-feely, an attribute that does not bother their Intuitive Feeling
counterparts.
The mechanisms used for reflective self-observation, then, may be
myriad within a faculty development program. Allowing teachers to conduct
their self-observations in their own style usually provides the best results and
the greatest level of comfort.
Formal feedback
Observation usually leads to feedback, one of the most effective means of
faculty development—if done appropriately. Done without finesse, feedback
not only may be ineffective in creating change but also may cause teachers to
resist any new ideas proposed by the faculty developer.
Faculty developers differ in how they plan, conduct, and evaluate
feedback sessions. Each of these elements is equally important to the successful
use of feedback in a faculty development program.

Planning. Planning helps the faculty developer achieve the most effective
results from feedback sessions. Many effective faculty developers plan the
session in detail, to the point of preparing written documents and rehearsing
before each session. Other successful faculty developers simply review the
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teacher’s file, think back to prior experiences with the teacher, and develop a
few general questions, with the idea that the teacher should assume
responsibility for pointing out the areas in which he or she wants counseling
and guidance.
Considerations in planning a feedback session include the following.
Who should initiate it? Where and when should it be held? How much
structure should it have? What materials should be used? Who should ask
most of the questions? Should the feedback be supportive or evaluative?
(Supportive feedback is preferred by most teachers and faculty developers.)
How much directiveness is needed or desired by the teacher? How often
should feedback be given? Is the teacher able to self-reflect with any depth and
critical awareness? What outcomes are anticipated or expected? How should
negative reactions be handled?
The topics to be discussed will, of course, be related to the overall
development activities and goals. Areas in which the teacher has contributed to
program goals and reached development goals should be noted, as well as those
in which more assistance and practice are needed.
Planning location and time is essential to a successful feedback session.
Ectenics and Sensers usually need time to consider feedback and new ideas
before being able to discuss them coherently. Extraverts and Synoptics, on the
other hand, who tend to be impulsive, often want immediate feedback and
become anxious if it is not forthcoming.
Planning should include the attitude to be taken—calm, firm, tentative.
The attitude will not only be tied in with the topic and goal, but also with the
teacher’s personality type—which is probably the most important individual
difference to consider when devising feedback strategies. A calm approach may
be needed to counteract the occasional outbursts of Extraverted Feeling
Judgers, who can become vocally emotional when they disagree with the
faculty developer or feel that something negative is being said about them. A
firm attitude is generally needed only when a teacher is on probation, is not
performing up to standard, has not benefited from earlier faculty development
efforts, and resists input from the faculty developer. A tentative approach
sometimes works well at removing the walls built by some kinds of difficult
teachers, who may be talented and knowledgeable but resist input.
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Tentativeness is likely to be advantageous in working with Feeling teachers,
who, by nature, want to help people. Reversing the relationship so that the
new teacher can provide a service by complying with the faculty developer’s
request gives the teacher a sense of control—with the result that defensive
barriers disappear.
Thinking individuals, on the other hand, usually want very different
treatment. Developers should avoid pushing their competency button.
Thinking teachers will often accept any kind of negative input, even when
openly stated, as long as their competence is not questioned. Faculty
developers should know that most Thinking teachers criticize themselves more
closely than their supervisors do.
Many newly hired teachers are in fact quite experienced. Some have
simply changed from secondary to postsecondary teaching, or vice versa.
Others may have taken time off for family reasons or for another career. In
these cases, updating to contemporary teaching methods may be needed.
Some experienced teachers may resist change because their previous
success came using other ways of teaching. Careful planning of the feedback
session in such cases can help reduce resistance. Feeling teachers, for example,
take input much more readily if their experience and skills are acknowledged
and appreciated. Thinking teachers like to come up with their own plans for
making changes, so plan ahead to move the discussion in this direction.
Feedback does not have to be negative. In fact, the more positive it can
be, the more likely it is that faculty development will continue on an upward
curve. Knowing what to praise, however, is as important as knowing where to
make changes. Most Feeling teachers want to praised for their efforts, Thinking
teachers for their products or competence.

Rehearsing. Rehearsing the feedback session has several important benefits.
First, it helps the faculty developer get into the right frame of mind, one in
which he or she will not react to “button-pushing” by a confused or hostile
teacher. Second, negative reactions can often be predicted and thereby
avoided, especially if the faculty developer rehearses with a colleague or friend
who has the same personality type or cognitive style as the teacher who will
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receive the feedback. Third, rehearsing prepares the faculty developer to set a
tone of sharing, so that even if the session is not thoroughly positive, at least it
will be viewed as supportive and productive. Fourth, in rehearsing, especially
with a colleague of unlike personality type, questions can be anticipated and
answers considered.
Too much rehearsing can lead to stilted discussion. Some faculty
developers, particularly Extraverted Perceivers, dislike having to be tied to
what seems like a “script.” They prefer to let the themes and questions emerge
naturally during the session. The faculty developer must judge how much
rehearsal (and how much preparation in general) is advisable in a particular
instance with a specific teacher.

Conducting the Session. Feedback sessions conducted in style can be highly
satisfying for teachers and faculty developers, as well as productive in terms of
program improvement. As with observation, the focus might be the
effectiveness of error-correction techniques, the amount and kind of classroom
interaction, pacing, clarity of objectives, fulfillment of objectives, scaffolding by
the teacher, and so on.
Introverts, especially those who are Ectenic, require time to respond to
feedback. Allow time for silence. Many Extraverts, particularly Auditory ones,
will want to keep talking and may not take time to reflect, at least not in the
feedback session itself. Sometimes teachers who are not able to reflect on the
spot should be given time to think about their performance later on. Better yet,
give them a set of general questions to ponder before the feedback session.
Sensing teachers will want details. Sometimes, to Intuitive faculty
developers, the questions of Sensing teachers may seem like nit-picking.
Nevertheless, Sensers need such details to understand what it is they need to
do.
Faculty developers who are Thinkers may need to prepare themselves for
the emotions that may arise in Feeling teachers during the session. Feelers,
especially Extraverted Feelers, may sometimes react defensively to negative
comments. Whereas Thinking teachers in such cases will generally try to use
logic to defend the choices they made in the classroom, Feeling teachers will
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often personalize not only the faculty developer’s critical comments but also
the rest of the feedback session. They may then tune out and thus fail to
receive the benefit of the criticism. They may even say things that offend or
hurt the faculty developer.
Many Feelers will become calmer about the discussion in a day or two,
and will expect the faculty developer, too, to let the emotions (however
strongly expressed) fade away. For some faculty developers, especially
Thinkers, this is difficult, but it is important to realize that the Feeling
teacher’s emotions of the moment are not necessarily durable ones. When on
the receiving end of Feeling teachers’ emotional responses faculty developers
must react calmly and forgive them on the spot. Building walls of defense is the
least effective means of creating change—and change is the essence of faculty
development.
It may also help to remember that Feeling teachers respond to praise for
their efforts. To them, effort represents personal loyalty and can be more
important than the actual product. The faculty developer who waits for the
product (a temptation of the Thinking type) often misses important
opportunities for motivating Feeling teachers. Feeling teachers want their
supervisors, mentors, and teachers to be kind and caring. In feedback,
comments that reveal the faculty developer’s recognition of the Feeling
teacher’s effort can do much to motivate the teacher to keep trying to improve.
Thinking teachers, on the other hand, are often uncomfortable in the
presence of emotion. They care more that the results of their work are valued
and that they are considered competent than whether their efforts are noticed.
When asked how they feel about something they have done or about a
comment the faculty developer has made, Thinking teachers may say they have
been put on the spot. Without reacting in the presence of the faculty
developer, they may resent the attempt to elicit emotion. They want their
achievements to be noticed, and they want to be rewarded for them. It is the
personalization—the praise for effort, the eliciting of emotion—that bothers
Thinking individuals.
If a feedback session pinpoints a problem to be resolved, new teaching
practices to be implemented, or any other correction to be made, Judging
teachers are likely to start proposing plans of action on the spot. For Perceiving
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(and many Ectenic) teachers, on the other hand, time will be needed. For those
who are averse to or amused by deadlines, a deadline is nevertheless needed. It
is entirely reasonable to ask the Perceiving teacher to prepare a plan of action
and to bring it to the faculty developer at a time of the teacher’s choosing
during the week after the feedback session.
Faculty developers may need to make allowances for Motor teachers’
need to use their muscles—to draw, doodle, stand up, or move around the
room during the feedback session. Taking a walk together when thorny issues
need to be discussed can help Motor-Kinesthetic teachers think and interact
better.
Following up
Feedback sessions that are not followed up amount to little more than shots in
the dark. Intuitive Thinking and Synoptic teachers might do something
independently with the information; teachers with other styles are not as likely
to do so. Therefore, plans need to be made during the feedback session for
actions to be taken by the teacher and the faculty developer. In some cases,
issues uncovered during the observation or feedback processes may be relevant
to a large number of the faculty. These cases point out obvious topics for the
next series of faculty development activities.
More often than not feedback is a multi-step, multi-meeting process—
not a one-time activity. In some cases, feedback may prove to be a slow
process. The slower it is, the more likely it is to be crucial to an individual
teacher’s development.

Evaluation. Since feedback is evaluative, it is important to consider evaluation
and its forms in greater detail. Evaluation can determine just what teaching
skills are most in need of development, both for individual teachers and for
groups. Evaluation can also assess the effectiveness of faculty development
activities.
Unfortunately, evaluation is rarely viewed in its positive, supportive
light, especially if the faculty developer is also a supervisor whose comments
can affect the teacher’s performance rating and future salary. Sometimes the
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teacher being evaluated has had negative experiences in the past and now tries
to avoid evaluation. Sometimes the faculty developer has lived through
miserable experiences with past evaluations and does not feel comfortable
doing them. In these cases, a new and more positive way of viewing evaluation
is essential.
Evaluation can be either formative or summative. Formative evaluations
yield diagnostic information that can help the parties make improvements over
a period of teaching or learning; it serves as a coaching mechanism. In contrast,
summative evaluations are usually done at the end of set period of time; they
underpin personnel actions. As part of a comprehensive faculty development
program, formative evaluation is used to create positive change, while
summative evaluation is used to assess whether positive change has occurred.
The teacher needs to know in advance which kind of evaluation is being
done. Beyond that minimum degree of preparation, style differences can affect
how evaluations are perceived and whether or not they are effective. The
suggestions made below are meant for faculty developers who are also
supervisors or who have been assigned the task of evaluation as part of their
faculty development duties.
Formative and summative evaluation should always be considered
separate activities. Some administrators think that, because they have the trust
of the teachers who work for them, they can take a shortcut and safely conduct
both kinds simultaneously, but, contend Stanley and Popham (1988, 59),
“they are deluding themselves.” Formative evaluation may well be the most
important and most useful of all faculty development tools—mixing it with
summative evaluation dilutes its effectiveness. As with other activities, the
effectiveness of formative evaluation is increased when style issues are kept in
mind. Especially important are differences in personality and perceptual style.
Many faculty developers find Intuitive Thinkers the most difficult to
evaluate. Although very self-critical, many Intuitive Thinkers do not accept
outside input as readily as they do their own ideas. Nobody has authority over
them simply by virtue of holding an important position. Therefore, the faculty
developer has to prove his or her own competence before the Intuitive Thinker
will pay attention to evaluative comments. This can often be accomplished in
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other faculty development activities, such as demonstration classrooms and
four-handed teaching.
Feeling teachers often personalize negative aspects of evaluations.
Sandwiching the negative between two positives often helps soften the blow.
(While Feelers usually appreciate this approach, Intuitive Thinkers see through
it and sometimes conclude that the faculty developer is trying to manipulate
them; as a result, they accept neither the positive nor the negative input.)
Extraverted Feelers are more likely than Introverted Feelers to express anger or
frustration directly to the faculty developer. Introverted Feelers are more likely
to internalize their anger, showing it later in an unrelated way. Letting the
Introverted teacher know that he or she is valued, regardless of what the
evaluation may say, can help in these cases. The goal should be to establish
positive motivation, which wields significant power, as opposed to negative
motivation, which can impeded the ability to store and recall information
(Goleman 1995).
Sensing Judging teachers are in many ways the easiest to evaluate
formatively. In general, they want to “follow the rules” and do what they are
“supposed to do.” But they want many details, often more than faculty
developers who are not fellow Sensing Judgers are ready to give.
The Visual teacher needs to see the formative evaluation in writing,
preferably some time before any discussion of it. The Auditory teacher
understands the contents better if they are discussed first—a written version
can be left for review. The Motor-Kinesthetic teacher appreciates a discussion
spent while taking a walk or over a meal. Providing the Fine-Motor teachers
with the opportunity to take notes during the discussion generally helps them
understand better. Motor-Tactile teachers, particularly those who are also
Visual, may like to have reports that they can pick up and look at during
formative evaluation discussions.
Empowering foreign-language teachers
Successful development of foreign-language faculty ultimately leads to their
empowerment—that is, to the realization of their full potential as educators.
Faculty developers can facilitate the empowerment process by helping teachers
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become more independent and thereby more prepared to take on significantly
expanded roles in the foreign-language program.
Developing independence
To realize their full potential, foreign-language teachers need the freedom to
pursue their own ideas and to develop independence of thought. The form of
freedom to be given will depend, to some extent, on the style of the teacher.
Some teachers quickly develop independence in their approaches to teaching
and learning; some appear to have been born independent. Other teachers
need to be pushed and pulled into independence; they would rather have
someone else tell them what to do—and to be able to pass the blame if things
go wrong.
Among the naturally independent teachers are the Intuitive Thinkers
and the Concrete and Random subscales of the Synoptic axis on the E&L
Construct—styles that often occur together. These teachers are always
mentally independent. Even in the most rigidly controlled program, they will
find ways to experiment with their own ideas. They do not look for permission
to be creative—they just do it. In fact, they cannot do otherwise: There is no
way for them to avoid being creative even if they are ordered to do so. Once
they understand program goals and have become familiar with the various
methods and techniques that are essential to meeting those goals, they can be
let loose to devise their own permutations and ideas.
Less independent types may need more help and encouragement.
Sensing Judgers usually want to know that they are getting things right and
meeting requirements; letting them know that innovation has a place in the
program and that independent thinking is valued can help. Sensing Judgers,
particularly those who are sequential and concrete, want instructions and
examples of how to do things before they are ready to march out on their own.
Sensing-Judgers who are Abstract and Sequential usually seek templates to use
as guidelines; and Intuitive Feelers who are Abstract and Random want to
observe how empowered teachers work.

121

Individual Difference Theory in Faculty Development

Betty Lou Leaver, Rebecca Oxford

Providing support
Foreign-language teachers, like all teachers, need support if they are to become
fully empowered. Even the most talented can at times benefit from a
cheerleader. And all teachers need to know that it is okay to fail at times. If
they do not have the ability or opportunity to risk failure, many teachers will
not try out new ideas or innovate on their own. Some need more support than
others—a trait that derives from differences in personality and cognitive style.
The kinds of support that teachers find useful also vary with style.
Feeling Perceiving teachers want emotional support. They do not want
to be given resource materials or challenging assignments unless they are also
recognized as loyal, worthwhile, effortful, caring, and well-intentioned human
beings.
Sensing Judging and Sequential teachers want informational support.
They are delighted to receive large packages of materials and information and
are not waiting for the next warm, supportive interaction with the faculty
developer.
Concrete teachers who are also Random prefer to use trial and error in
most of their endeavors. They learn by doing, especially when the doing is
their own decision, and are frustrated by material that has been predigested
(organized) for them. An important question for them—one that often strikes
fear in faculty developers and very likely brought premature gray to their
parents—is “What if …?” Such teachers are great experimenters and risktakers. Faculty developers can support them by staying out of the way. They
need to be allowed to succeed or fail; they need the chance to try, no matter
what the outcome.
Conclusion
Successful

faculty

development

programs

provide

teachers

with

new

information; allow them to consider their own values and beliefs; encourage
them to make their own judgments; and allow them to make positive changes
within their own classrooms. The very best programs do this in accordance
with teachers’ needs. Usually this means teaching, developing, talking, and
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working in ways consistent with the teacher’s personality type and cognitive
and perceptual styles.
Faculty developers should take individual differences in type and style
into account in designing development sessions and activities. By talking
directly about style, modeling style-sensitivity and understanding, and
orienting one’s teaching to the style preferences of individual learners, faculty
developers can greatly improve foreign-language teaching while enhancing
teachers’ morale and expanding their knowledge.
An added benefit, by no means a trivial one, is that teachers who
experience style-based faculty development are much more likely to use stylesensitive, learner-centered instruction in their own classrooms.
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The online language learning environment:
New roles for the humanist
James S. Noblitt
Thomas Edison played an important role in improving the technologies needed
for the telephone. He was said to have been excited about the educational
potential of the new instrument and speculated that it would soon be found in
every classroom.
Well, he was right about the educational potential of information and
communication technology, but he was wrong about the form the new
technology would take.
This chapter raises questions concerning the role humanists will play in
determining the development and implementation of information and
communication technologies for educational purposes.
I assume that most scholars working in the field of language and
literature acknowledge the potential of the new technologies.
•

The digital medium permits rapid dissemination of images, sound, and text
that can be combined creatively to provide new insights into language use
across cultures.

•

Online databases of multimedia linguistic materials are stimulating new
approaches to scholarship and attracting interest from both the public and
private sectors.

•

Modern mechanisms for rapid knowledge transfer alter the time frame in
which research circulates in the academic community.
For many humanists the difficulty with participating in this excitement

lies in understanding the implementation of the new technologies in one’s own
academic field. Generalizations about the features of a new technology are
seldom appreciated until its benefits are demonstrated in a given academic
context. We may therefore expect a relatively long period of experimentation
as scholars explore the possibilities, because gathering all of the relevant factors
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into a plan of action is not easy—and because it is not possible to predict the
purely technological innovations in the computing industry that shape the
teaching and research environment in which humanists work.
Developers of academic “courseware” are caught up in changes over
which they have little control. Here are some examples:
•

The regular appearance of new and improved computers makes it necessary
to adopt life-cycle budgeting. This generally requires an institutional
commitment that goes beyond what can be determined at the departmental
level.

•

Periodic changes in operating systems require regular updating of source
code. This in turn means new documentation and field-testing for
courseware, functions that the traditional scholar is ill-equipped to perform.

•

Periodic upgrades to middleware and authoring tools require patches to the
installed base of courseware. Upgrades can be accomplished through the
Internet, but a network manager is needed to handle requests for service.
Academics working alone simply cannot afford the time required for

maintenance without abandoning their other scholarly duties. Commercial
publishers of academic software—for the reasons cited above—have found it
difficult to obtain the profit margins they need and have not generally been
reliable sources of quality assurance for courseware.
In a word, humanists are generally just not set up to do business in the
new information age.
All science is computer science
Academic computing is a subsidized business, one that requires institutional
commitment and a plan for generating grant money.
Historically, “big science” has been in a better position to compete for
subsidies than have the humanities. A headline the New York Times Week in
Review for March 25, 2001 read, “All science is computer science.” Leading
researchers in physics, molecular biology, chemistry, neuroscience, sociology,
and even anthropology use computer modeling to test their hypotheses. The
vanishing border between what we consider “real” and “virtual” strikes
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humanists as both fascinating and troubling. Humanists have no difficulty
understanding and appreciating the value of virtual worlds created in the mind.
But it is startling to be so far removed from the technology that modern
scientists use to test their view of the world, what they call “isomorphism with
reality.”
Humanists will have to grapple with the questions that all scholars are
likely to face in the coming years as they contemplate what, if anything,
information technology can do for a particular discipline. I suggest that
information technology—with its ability to provide access to oral and written
texts along with culturally authentic images—is particularly relevant for
language and literature study. But it will not be possible to pin down in a brief
paper all of the technologies that will affect what we do. Indeed, trying to get a
close look at what technology can do for research and teaching reminds me of
the photographer obsessed about getting a close-up shot of the horizon.
The important insight, in my opinion, is that we are going through a
period of rapid change in the medium in which we conduct our teaching and
research. The new medium is digital, and that makes a difference in the way we
will have to set up to do business. No matter that an introduction to
computing and information technology was not in the curriculum when we
were schooled! Information vital to our functioning as scholars is rapidly being
transferred to digital format. We must deal with this new reality in at least
three

areas

of

the

scholarly

enterprise—the

creation,

archiving,

and

dissemination of knowledge.
Under current systems of academic governance, the humanist can serve
a role as translator or interpreter between two distinct groups, those dedicated
to creating content and those dedicated to building infrastructure. This
opportunity exists because technologists have nothing to say about research or
teaching, and the discipline-oriented academic has nothing to say how to build,
say, a client-server facility. But an effective interface that links infrastructure
with content is vitally important, and it cannot be done without sustained
collaboration (Noblitt 1995, 1997). By fostering that collaboration the
humanist can modulate the new technological forces to create intelligent uses
of it for research and teaching.
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Lessons from the past
The current transition to the use of digital media is not the first time educators
have had to deal with social changes brought about by information technology.
Book production burgeoned after the introduction of the printing press as
printing presses sprang up all over Europe. Elizabeth Eisenstein points out that
a person born in 1453, the year of the fall of Constantinople, could look back
at the turn of the century on a lifetime in which some eight million books had
been printed. Eight million books in 50 years represents “more perhaps than
all the scribes of Europe had produced since Constantine founded his city in
A.D. 330” (Eisenstein 1998, 13).
The first impact of the printing press was to increase confusion. Many
points of view came into conflict, with the result that studies were
commissioned to determine who had the right facts. Printed translations of the
Bible, widely circulated and compared, caused scholars to doubt the power of
philology to determine the word of God. Modern science can be traced to the
moment when the desire for the truth led scientists to seek it not in words but
in the book of nature.
The change brought by typographic culture was revolutionary, so it is
perhaps worth our while to review a half dozen implications for humanists
occasioned by the introduction of printing in the second half of the fifteenth
century.
1. The printing press brought about social change. Scholars came into
close contact with diversely skilled workers in the print shops. This amounted
to a new kind of “cross-cultural interchange” that required humanists to get
ink on their fingers, so to speak.
Thus it is not uncommon to find former priests among early
printers or former abbots serving as editors and correctors.
University professors also often served in similar capacities and
thus came into closer contact with metal workers and mechanics.
Other fruitful forms of collaboration brought together
astronomers and engravers, physicians and painters, dissolving
older divisions of intellectual labor and encouraging new ways of
coordinating the work of brains, eyes, and hands. (Eisenstein
1998, 24)
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2. The printing press created a repurposing of skills, especially for the
philologist. Citing a seventeenth century treatise by Joseph Moxon, readers or
“correctors” of page proofs needed to know a dozen or so languages—including
English, Latin, Greek, Hebrew, French, Spanish, Italian, and High and Low
Dutch. Johns explains that the compositor in a scholarly printing house did not
simply put manuscript copy into print.
A good compositor must therefore actively “discern and amend”
his “Copy.” He must take care not to reproduce letters
mechanically, but to “read” his copy “with consideration.” By this
Moxon meant that he must “get himself into the meaning of the
Author,” and then use typography to make that meaning clearer
than any author could. (Johns 1998, 88)
3. The printing press brought new economic considerations. According to
Eisenstein, in 1483 the Ripoli press charged three florins per quinterno for
printing a translation of Plato’s Dialogues. A scribe might charge one florin for
the same work. The difference is that the scribe produced only one copy, the
Ripoli press 1,025.
The economic lesson was not lost on the educational establishment. The
printed book became a commercial success through its ability to combine
scholarship and teaching in a useful way. Ong (1983) points out that while
textbooks transmitted the scholastic and humanist heritage, they also modified
it. Pierre Ramée (Petrus Ramus) created books designed to teach abstract
notions to students by creating an analytical framework that could be
visualized and therefore more easily committed to memory. The writing of
textbooks soon became a profitable and influential genre.
The mere preparation of differently graded textbooks for teaching
varied disciplines encouraged a reassessment of inherited
procedures and a rearrangement of approaches to diverse fields.
(Eisenstein 1998, 71)

4.

The printing press introduced the scholarly value of multimedia.

Printing was a “double invention,” combining pictures and text in exactly
repeatable form.
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The fact that letters, numbers, and pictures were all alike subject
to repeatability by the end of the fifteenth century needs more
emphasis. That the printed book made possible new forms of
interplay between these diverse elements is perhaps even more
significant than the change undergone by picture, number, or
letter alone. (Eisenstein 1998, 24)
5.

The printing press made quality control an immediate issue.

Numbered pages, indexes, cross-referencing, concordances, and library card
catalogs evolved to enable scholars to manage the print explosion. Editorial
practices evolved to increase the reliability of what made its way into print.
Johns points out that the printing press did not bring immediately the ideal of
perfectly replicated texts.
There were, it has been estimated, some twenty-four thousand
variations in the text of the King James Bible between its first
printing and the 1830s. The myth of the standardized impression
did not survive the reality of the printing house. (Johns 1998, 91)
There were, of course, misprints. The infamous “wicked Bible,” printed
in 1631, contained the commandment, “Thou shalt commit adultery.”
6. The printing press made intellectual property rights a pressing matter
indeed:
In the agonistic field of early modern natural knowledge,
allegations of piracy readily shaded into charges of plagiarism.
Such allegations therefore extended to the reputations of scholars.
That is, unauthorized printing threatened to “unauthorize”
authors themselves. Even more important, it threatened the
credibility to be attributed to their ideas. Like print itself, piracy
therefore had epistemic as well as economic implications: it affected
the structure and content of knowledge. For an enterprise like
experimental philosophy, in particular, which depended implicitly
on the trust accorded to the printed reports issued by its
protagonists, the consequences threatened to be nothing short of
devastating. (Johns 1998, 33)
The last point bears emphasizing. Purely technological innovations had to
be accompanied by sociological innovation for the technology to realize its
potential. The Royal Society, under Isaac Newton, invented mechanisms for
creating documentary evidence that natural philosophers could credit and
provided “a location where the accepted conventions of polite society would be
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visibly and reliably observed at all times” (464–65). In so doing, the Royal
Society, in Johns’ words, redefined the powers of print.
And now this
If we review the half dozen issues for scholars introduced above (and enlarged
upon in the references), the list seems quite modern. All we have to do is insert
the word “Internet” for “printing press” to generate the following list:
1. The Internet is causing social change. Scholars need to team up with
specialists in computer science and in network services to convert their
scholarly materials to digital form. The conversion requires new data structures
and innovative elements of interface design. The World Wide Web facilitates
collaborative research in a radically foreshortened time frame.
2. The Internet creates a need for repurposing skills. The philologist who
can communicate with network managers, graphics designers, and database
programmers is suddenly in demand in language and literature departments, to
judge by recent listings in the job bank of the Modern Language Association.
This is because it is easier for a philologist to learn computing than for a
programmer to learn philology.
3. The Internet brings new economic considerations. Scholars can no longer
depend solely on commercial publishers to meet their needs for timely and
economic publishing of materials for research and teaching. Models for
distance education over the Internet, to cite an example of current interest,
appear to put universities in competition with textbook publishers. Educational
publishers, meanwhile, are creating an amalgam of Web sites and printed
textbooks, but they report that the business case is difficult to formulate.
4. The Internet has introduced the scholarly value of multimedia. The
digital medium supports interactive and pedagogically useful control of image,
sound, and text. This fact has alone has enormous potential for research and
study in language and literature. The possibilities for direct observation of
language variation, to name just one example, have been greatly expanded.
5. The Internet makes quality control an immediate issue. By eliminating
the role of scholarly typesetter and altering the role of scholarly editor, online
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publication creates a faster but more error-prone means of distribution.
Mechanisms for ensuring the reliability and authenticity of online scholarly
publications have yet to be invented.
6. The Internet makes pressing the need for guarantees of intellectual
property rights. Image, sound, and text files in digital form are inherently easy to
replicate and distribute. Copyright laws designed for the print medium may
not be adequate for the protection of creative work in the digital medium. The
sheer volume of online material makes its difficult to detect plagiarism.
Clearly the social, legal, and economic issues introduced by modern
technology will require at least some fine-tuning on the part of the educational
establishment. Where does the scholar turn for assistance in embracing the
new media for his or her work? What role will professional societies play in
creating the sociological counterparts to technological innovation? Will the
economic implications of distance education, to take one example, lead to a
redefinition of what is meant by a “university”? The individual scholar must
contemplate the professional implications of converting from a life as scholar
mendicant (with social support) to one of scholar entrepreneur (who must find
funding).
The scholar entrepreneur takes an active role in creating a meaningful
environment for research and teaching, and this naturally involves having a
voice in resource allocation. Assuming (safely, I believe) that the mission of
higher education will not be fundamentally altered by the digital medium,
what kind of advocacy does the new medium entail for scholars?
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•

An adequate information technology infrastructure is vital. Its design will
require the active participation of scholars concerning interface design
for research and teaching. Academic units specializing in language study
will need to communicate instructional requirements and assist in their
implementation.

•

The solutions arrived at to protect intellectual property in the print
medium will need to be revisited for the digital medium. It is likely that
webcentric learning environments will continue to grow. But there are
delicate issues of ownership and quality control for which authors and
their institutions will need clear contractual agreements.
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•

Information technology creates new issues for professional development for
scholars. Conditions of employment, including contracts for hiring,
tenure, and promotion need to be worked out. New definitions of
"publication" will be needed as institutional repositories compete with
commercial online publishers of scholarly research.

It appears clear that the scholar in the digital information age is faced with
a much broader task than simple research and teaching. The emerging
generation of entrepreneurial scholars is being asked to define institutional as
well as discipline-based definitions of an academic career.

The classroom as laboratory
Innovation often brings improvements that are difficult to discern in the midst
of change. For example, the shift to typographic culture led to a new sense of
system, planning, and design as people began to create new syntheses of
knowledge. An analogous increase in workload for scholars is taking place now
as we begin to convert our knowledge to the digital medium.
But our task as humanists is to keep our heads up. The effort seems
worthwhile when we get new insights from, say, a hypertext document or the
results of a search on the World Wide Web. Language specialists in my
department are impressed by the amount of primary material available on the
Internet concerning the Romance languages and their dialects. Popular culture
is particularly well represented in image, sound, and text.
Scholars have traditionally used information technology to create a kind
of guild that transcends nationalities and religious differences in pursuit of
truth and beauty. The Internet appears to be performing exactly this function
for current scholars. The opportunity for language and literature specialists, in
particular, will be to help design the commonwealth of learning for a
multicultural society. The creation, adoption, and implementation of standards
for transmitting multilingual texts over the Internet represent just a few of
many problems to be solved.
Beyond the guild, however, Web-centered instruction promises the
democratization of knowledge. Whether Internet instruction will become a
new and profitable genre depends on the marriage of content and
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infrastructure. But the shift in medium will certainly produce a reassessment of
inherited procedures.
Against the historical background of what scholars have done with their
technologies in the past, what can language and literature specialists do with
current technologies? The emergence of refined materials for online learning
will take time—just as textbooks took time to appear after the printing press
was invented. Years of experimentation with pedagogical materials—coupled
with extensive peer review, editing, and distribution mechanisms—were
required before the familiar textbook reached the academic marketplace. We
can expect a similar experimental phase as our professional colleagues deal with
the learning possibilities offered by the Internet. Fortunately, the issues will
become clearer as methodologies for online learning emerge.
As emphasized above, the invention of scholarly journals and textbooks
produced revolutionary changes in the design of teaching and learning. Now
that the possibilities of the new digital media are beginning to be explored in
earnest, we need to examine the online learning environment to see that it
fosters the learning processes required for high quality language and literature
learning. The following considerations appear to be in play:
•

The digital medium expands the learning environment to permit increased
exposure to primary data relevant to language and literature study.
Examples include sound recordings, transcripts, databases, facsimiles,
photographs, and video.

•

Scholarly interest in the interplay of image, sound, and text will lead to
intense innovation in the interfaces that give students and researchers
interactive access to the elements of language and culture study. Examples
include search engines, hypermedia displays, simulation devices, and datadriven displays of information.

•

The role of the faculty member in language and literature must be defined
as online approaches are considered. Examples include negotiations with
appropriate academic units, publishers, and technical support units.

•

In the current state of information technology, scholars will need to form
collaborative enterprises that provide for the effective design of language
and literature learning environments. Examples include cooperation

138

Russian Language Journal, Vol. 55, 2001-2005

between scholars and computer services, scholars and publishers, and
scholars and professional societies.
Although the traditional classroom can serve as a laboratory for
designing the online learning environment, it will be necessary to make some
distinctions. Let us use the term “distributed learning” to refer to a learning
environment that combines a combination of classroom, library, and online
learning opportunities. This term may be opposed to “distance learning,”
which often refers to learning environments in which the classroom contact is
missing or minimal. A distributed learning environment can consist of
elements such as those listed below, which are found at my institution:
•

Multipurpose classroom, equipped for teacher-fronted instruction using
whiteboard, computer display, and Internet connectivity

•

Computer lab, with student workstations for access to pedagogical material,
reference databases, and productivity tools

•

Home or dormitory access to servers for streaming language-study resources,
course Web sites, discussion forums, and library search.
By experimenting with the distributed learning environment described

above—from chalk and textbooks to word processor and Internet—we have
been able to define exactly what technological innovations were effective in the
online

language-learning

environment.

Further

experimentation

in

the

traditional classroom has clarified the difference between the role of
technological and sociological innovation.
The distributed learning approach has made the definition of goals a
matter of ongoing discussion between faculty, graduate students, and
technologists. But difficult questions persist in three major areas:
Curriculum. Many members of language and literature faculties are charged
with imparting an appreciation for the humanities in connection with their
teaching duties, and this concern requires a good definition of what we mean
by “authentic” materials. As Claire Kramsch (1993) points out, “With the
increased necessity to develop not only communicative, but also cultural
competence in language teaching, the need has grown to reassess the notion of
authentic text and communicative authenticity.” This means that educators
must identify primary and secondary source materials for their subject matter
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along with the medium in which students will have the best access to those
materials. Issues of both content and process are involved.
•

What content works well for general (as opposed to professional) language
and literature education?

•

What primary observed language data available online can be appropriately
incorporated into the language-learning environment?

•

How does the medium redefine our notion of text?

Audience. The opportunities for continuing education and an extended learning
community are particularly interesting in our field, requiring a broad
appreciation of the appropriate contexts for adult learning. Nontraditional
students may participate in online learning, but new social contracts may be
required. For example, should language refresher courses be offered online for
continuing education?
•

What students are we trying to reach on campus (by local network) and off
campus (by modem)?

•

What access issues for the disabled can be solved with information
technology?

•

What

institutional

collaborations

will

be

required

to

disseminate

instruction and ensure its quality?
Method. The familiar skill methodologies that have been worked out in the
language classroom—speaking, listening, reading, and writing—must be
reassessed for online implementation. The traditional learning environment
has provided for the processes of reception learning (primarily through lectures
and books), tutoring, and learning by doing; while primary and secondary
sources, reference materials, and tools for learning have defined content.
Information technology has not only increased access to primary materials, it
has also greatly increased capabilities for peer-to-peer communication.
•

Certain

elements

of

language

and

literature

instruction

are

best

accomplished synchronously (for example, through conversation), while
others are best done asynchronously (through reading). What online
techniques make the student more productive when in asynchronous
mode?
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•

Certain pedagogical materials (resources, tools, self-tests) are useful in a
self-instructional environment. Can online techniques be designed that are
more effective than traditional approaches?

•

What reference material can be provided online to support task-focused
(rather than form-focused) instruction?

•

What role do online discussion forums play in learner-centered instruction?
Are there implications for preparing students for multicultural awareness?

Interesting times
We attribute to the Chinese an ancient curse—“May you be born in interesting
times.” There is no doubt that the information technology of the Renaissance
brought both brilliant highs and appalling lows to the human condition,
especially if we consider the uses of printing for both enlightenment and
propaganda. In time, we learned to discern good writing from bad, to make a
distinction between medium and message.
This chapter has raised issues that confront the humanist as knowledge
in the digital medium transforms the content and the processes of scholarship.
If the past is any guide, our major contribution will take the form of advocacy
for the humanistic enterprise, however we may define it. The enlightened use
of modern information technology will require the humanist to create
governance procedures for intelligent resource allocation and to formulate technical
requirements for the intelligent deployment of the digital medium for
educational purposes.
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Perspectives on curriculum construction at the postsecondary level:
Contexts, approaches, principles
Heidi Byrnes
A curriculum is an attempt, wrote Stenhouse three decades ago (1975, 4), to
communicate the essential principles and features of an educational proposal
in such a form that it is open to critical scrutiny and capable of effective
translation into practice.
If one applies that notion of curriculum to the foreign language field in
general, and to second- or foreign-language learning in U.S. colleges and
universities in particular, one is immediately confronted with a dilemma: how
can we speak of a foreign-language curriculum at the college level when a
principled approach that is open to scrutiny and that builds on the key feature
of the educational proposal in question, namely the long-term nature of
second-language learning in an intellectually appropriate environment, does
not exist, conceptually or in practice?
Indeed, much of what passes for curriculum discussion at the college
level is actually something quite different. On the one hand, it pertains to a
small group of courses—more or less interesting, more or less connected—that
aim to teach language, or it addresses content that is to be covered in
individual courses, where that content is severed from its contexts and origins
in the second language. On the other hand, deliberations putatively focused on
curriculum are actually focused on diverse approaches to teaching, particularly
the teaching of language. Thus they can erroneously convey the idea that
pedagogy is a particularly pressing concern in language courses and of lesser
relevance for the so-called content courses.
From these practices it follows that a genuine discussion of curriculum
requires a thorough rethinking of the context of collegiate foreign-language
teaching and learning. The initial goal of that reconsideration is to enable us to
develop a course of study that is publicly available (and thus open to critical
scrutiny), that involves both content and pedagogies in support of all learning
that language departments envision for the typical four years of undergraduate
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years, and that takes account of issues of implementation that are peculiar to
the college context.
Beyond the immediate benefit for curriculum construction itself, we
should expect an explicitly curricular perspective to engage us in a critical
interpretation of our profession’s past as well as in an innovative vision of its
future. Given the unfamiliarity of the topic in collegiate foreign-language
circles, such a perspective may not be easy to accept and adopt. Yet it is
necessary if foreign-language education is to be both intellectually and socially
accountable in an age of proliferating demands for competence in more than
one language, for attainment of advanced levels of ability in those several
languages, and for multiple identities in a multicultural and global
environment.
Put another way, abandoning the current curriculum by default in favor
of a curriculum by design (Byrnes 1998) would be one way to practice what
Shulman (2000) calls professional fidelity. At minimum, the resulting
designing of entire foreign language programs would link content and secondlanguage acquisition and produce extended language-learning opportunities in
order to create the necessary conditions for high levels of student performance
in the second language. The overarching goal is to enable learners to become
competent users of more than one language in all walks of life.
To chart a possible path toward that goal this paper treats three issues.
First, I will highlight several aspects of the context in which foreign languages
are taught at the postsecondary level. Although these aspects are not directly
curricular they strongly influence curriculum construction in higher education.
Second, I will provide a brief overview of general approaches to curriculum
building. Third, I will conclude by sketching out some principles for curriculum
construction that local initiatives might employ as they reposition and reenvision their programs.

The contexts of curriculum construction
Several features of the context in which foreign languages are taught at the
postsecondary level have implications for curriculum building.
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Much second language instruction takes place at the postsecondary level
In the U.S., in contrast with most other industrial countries, tertiary
institutions are responsible for an unusually high share of foreign-language
teaching and learning. This is so because, even after the success of the
Standards movement to, at least, assert a claim for a position in the core, K-12
foreign-language instruction remains largely a choice to be made by school
districts, even individual schools (Standards 1996). At the same time, most
faculty members teaching at the college level are unprepared for the language
teaching demands made of them inasmuch as their educational background
and professional interests lie in literary-cultural studies with little awareness,
other than by experience, of issues pertaining to language teaching and
learning. Furthermore, their own research and teaching in literary-cultural
studies is increasingly conceived as language-independent, abstract, and theorydriven (Byrnes 2002a) and, therefore, as separate from language-acquisition
issues and foreign-language pedagogy (Byrnes and Kord 2001).
By contrast, a true, extended curricular approach inherently asserts the
centrality of the link between language and the creation of meaning and
knowledge in all human endeavors and constructs a curricular progression in
line with that conviction. Intellectually, a curricular approach affirms the
essential connection between, on the one hand, the acquisition of the second
language and, on the other hand, the academic content and educational
aspirations of a foreign-language department’s program. Functionally, a
curricular approach asserts a collective responsibility on the part of all faculty
members for realizing a department’s educational goals by means of a broadly
agreed upon pedagogy that resides within the chosen curricular context. For
that reason an explicitly designed and implemented curriculum constitutes,
perhaps, the best way in which the profession can begin to address the
mismatch that severely reduces both the intellectual presence and the
functional capacities of many collegiate foreign-language departments, a
disjuncture that, at times, threatens the very existence of collegiate foreignlanguage departments (Schneider 2001).
Indeed, a consensually developed curriculum proposal may in these
times of fiscal constraints be necessary to provide administrators with a
rationale for retaining the structural contexts in which foreign languages have
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traditionally been taught. Administrative structures exist in order to facilitate
synergies between valued faculty work, existing faculty expertise, and desired
educational practices. Absent such synergies, two interrelated questions arise:
why should institutions maintain separate and comprehensive foreign-language
departments and why should departments as academic units resist internal and
external urges to spin off language instruction?
The recent spate of creating language centers has provided thoughtprovoking answers to both questions. To some, language centers reflect the
inability or unwillingness of the faculty of foreign-language departments to
take seriously their curricular and pedagogical obligations (Bernhardt 2002),
therefore constitute an advance over the status quo of (benign) neglect that
characterizes so many language departments. Others note that, for all their
benefits, language centers tend to detract from the intellectual merits of the
remainder of the foreign-language program and even subvert the essence of
foreign-language study as a whole. This is so because they reduce, even restrict,
the language-learning enterprise to the status of service and skill training. By
extension, language centers can all too easily justify another administrative
relocation, namely that of housing the study of foreign literatures and cultures
within English or comparative literature departments or area studies programs,
instead of valued foreign language departments. Under such circumstances, the
likelihood of learners attaining upper levels of second-language ability and
sophisticated cultural knowledge and insights—abilities gained through
extended and reflective engagement with content as handled in the
communities that use that language (e.g., academics in a variety of disciplines,
business people, policy makers, lawyers, engineers, health care providers)—is
seriously endangered.
In sum, developing a curriculum in collegiate foreign language
departments constitutes a much needed answer to numerous intellectual and
systemic-structural concerns that arise in conjunction with collegiate foreign
language learning in the U.S. Seen in this light, curriculum construction
becomes an indispensable, informed, and forward-looking counter-proposal in
the face of restrictive, at times even adverse realities.
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U.S. institutions must respond to the demand for language instruction in multiple
languages
Although English has become the international lingua franca, assuming the role
that Latin played for a good thousand years of Western civilization, there is
good evidence, particularly in K-12 enrollments, that globalization has also
caused an increase in the demand for foreign-language knowledge by native
speakers of English. Private and public interest is rising for a citizenry that
commands advanced language abilities in more than one language, a kind of
multiple literacy, in order to respond to economic globalization and to satisfy
people’s

search

for

individual

and

societal

multilingualism

and

multiculturalism. As a result, American educational institutions must find ways
to accommodate instruction in numerous languages that are politically or
culturally important to the United States or that are widely spoken by
immigrant populations. This contrasts with the situation in many other
countries, which can put their educational resources into teaching two or three
languages—the dominant one almost always being English.
Given the financing of public secondary education in the United States
and the many societal goals the secondary curriculum must meet, it is unlikely
that precollegiate students will have the opportunity for multiyear, consecutive
study of more than one language. One may bemoan that fact. But one may
also interpret it as an extraordinary challenge to achieve efficiency and
effectiveness in the limited second-language learning opportunities that do
exist—whenever the system is able to offer them and whenever and for
whatever length of time students are able to seize them. As previously stated,
colleges bear an unusually heavy burden in that regard.
Spanish requires particular consideration
Most of the recent increase in K-12 foreign-language instruction has occurred
in Spanish, in a fashion that some view as a threat to the other languages
(Welles 2004). One way of avoiding the trap of seeing the flourishing of
Spanish as dangerous competition would be to place the demand for that
language outside standard foreign-language instructional considerations and
reinterpret it in terms of an incipient societal bilingualism—in other words, to
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make it more akin to English-language instruction throughout the curriculum,
a phenomenon that is already strong in the South, Southwest, and West
(Rasplica Rodd 2002).
Two questions arise. First, how would the teaching and learning of
Spanish—as a quasi second language—differ from the teaching and learning of
other languages? Representing one aspect of this question, The Stanford
University Initiative for the Maximization of Language Resources, under the direction
Guadalupe Valdés and Joshua Fishman, examines how direct instruction in
heritage and immigrant languages can reverse or retard the process of
intergenerational language change and language shift. Second, how do we
ensure that instruction in the other languages is not only sustained throughout
the educational system but benefits society through an emerging societal
bilingualism? This question has taken on particular urgency under the impact
of the No Child Left Behind Legislation (see the position paper by Marcia
Rosenbusch and concurrent commentaries in Perspectives 2005). An enlightened
curricular perspective would offer important responses to both questions.
The less commonly taught languages must be part of curricular planning
A curricular frame of reference might enable reconsideration of yet a fourth
feature of the country’s language context—the need to assure instruction in
what are called the less commonly taught languages.
Here I suggest that any program that cannot rely on a K-12
instructional base but must bring students from no knowledge to usable,
preferably advanced, levels of competence within the four-year confines of
American undergraduate education should be thought of as a program in a less
commonly taught language. By rethinking the status of the less commonly
taughts—and understanding them not in terms of nationally aggregated
enrollment numbers but in terms of particular institutional settings and
student learning demands—we would sharpen our ability to understand central
features of the requisite curricula in any language—in Japanese, Chinese, and
Russian as in French, German, Italian, and Spanish. In other words, when
previous high-school language instruction cannot be presumed, or when
students wish to acquire a third language during their college years, curricular
planning becomes crucial. Only with a curricular proposal in place can one
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reasonably expect that students will achieve high levels of competence in a
particular language in a particular institutional setting and, subsequently, in
the workplace.
Far

from

being

an

inconsequential

semantic

game,

such

a

reconceptualization asserts that curriculum construction is not an option but a
critical systemic concern because of demands for efficiency and effectiveness
that, in turn, are the consequence of the restricted time ceded to the complex
task of language learning. If extended periods were regularly available for
language learning, we could afford to make mistakes. As it stands, we do not
have that luxury. Indeed, not developing well-designed curricula may well be
the most serious omission the foreign-language profession has permitted.
Although curricular neglect seems to hold as well in other parts of the
academy, it is debilitating for language study because of the field’s already
marginal status and because of the kinds of competencies learners are
increasingly interested in attaining, even in a short period of time.
Taking a literacy view of learning goals and outcomes can help overcome narrow disputes
Finally, any description of the contexts for curriculum construction must
include a discussion of learning goals and outcomes. Much of the conversation
about foreign-language goals in higher education has been trapped in its own
taxonomies and historical structures, expending precious time and energy on
unproductive (because false) dichotomies. Among them are deliberations
whether one should prefer communicative or grammar-based teaching or
whether one should teach literature vs. language, or use literary texts vs.
nonliterary texts from a range of subject matter areas—as though these stood
in any substantive opposition to each other or really addressed the kinds of
learning goals higher education has to espouse.
These arguments are artifacts of our professional history that have little
to do with the foundational trajectory in instructed language learning for
literate adults—its progression from private, familial, or transactional
discourses to a range of situated public discourses so that learners may attain
an encompassing second-language literacy.
For all their innovativeness, proponents of communicative and
proficiency-oriented instruction have generally excluded this trajectory from
149

Perspectives on curriculum construction at the postsecondary level

Heidi Byrnes

their frames of reference and preferred metaphors (Byrnes 2002c; Ortega and
Iberri-Shea 2005), an exclusion that is all the more noteworthy in view of the
strong evidence that elaborated literacy practices have to be explicitly taught in
the second language, just as they are in the first (Gee 1998; Schleppegrell
2004). Facility in the discerning use of public discourse requires speakers to
engage in forms of semiosis, that is, in forms of meaning making, that differ
functionally from the private or personal (usually oral) discourses that are our
heritage as humans.
Public discursive abilities are enhanced through reflective work, such as
occurs when learners understand how the social and institutional contexts
surrounding business, medicine, science, and technical fields (for example)
shape the discourse that people use in those environments—the business
negotiation, the medical consultation, the scientific report, the engineering
proposal—and, consequently, how they as nonnative users would locate
themselves within them. As Hasan (1999, 75) states, developing such a habitus
by working with a discourse and literacy pedagogy would yield a benefit
without parallel, as it would enable one to decipher the world, to read closely
the propositions one is confronted with.
Giving collegiate foreign-language programs a literacy trajectory stands
at some distance from the current emphasis on learner needs as driving
curriculum building, a focus that is primarily expressed through task-centered
language teaching (Long to appear; Long and Crookes 1992, 1993; Nunan
1993). Needs-based curriculum construction is less than optimal for colleges
because, in general, neither institutions nor individual learners can know, in
any substantive way, students’ future language needs. Language learners tend
simply to want to learn to speak the language well. Only in big state
institutions with multiple tracks or in targeted, professionally oriented
programs (such as the German and engineering program at the University of
Rhode Island) would a real needs-based approach to curriculum construction
seem to be practicable.
In the meantime, departments are challenged to build from the learners’
unspecified notions of what knowing a language means a programmatic context
that allows for the possibility, if not necessarily the reality, of an encompassing
second-language literacy: being able to use a second language comfortably and
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competently both in their private lives—in family, neighborhood, and
community, in leisure and social interaction—and, at least for some, also in
their working lives, whether these are lived in a well-defined local community
or in the professional environment of the globalized economy.
Collegiate programs can meet that challenge by creating curricula that
take into account the fact that language learning for literate adults is a longterm project leading toward literacy in the second language—with literacy
understood to encompass the above-mentioned primary and secondary
discourses of a culture and its language. Curriculum builders must incorporate
into their work broad insights about long-term language learning in instructed
settings for literate adults, knowledge that is at present spotty and, with the
exception of work in systemic-functional linguistics, that I will explicate
subsequently, insufficiently discursively oriented (but see McCarthy and Carter
1994; Kern 2000).
These understandings about the goals and the paths of good instructed
second-language learning for adults must then be negotiated in terms of what is
institutionally and programmatically possible and what is pedagogically
realizable. Finally, the institution’s plan should respond to the larger interests
of society and to the particular interests of individuals. This is the agenda of
curriculum development at the college level; this is what a curriculum would be
designed to accomplish.
Approaches to curriculum construction
The paucity of curricular thinking demands that we begin by clarifying central
notions of curriculum, a way of making curriculum building itself come to be
accepted as good educational practice at the college level. Upon such
understandings we will then be able to entertain public proposals that explore
what the construct of curriculum stands for and how it would be implemented
in particular programmatic contexts.
Any curriculum development builds on selection and sequencing, both
inherently highly interpretive choices. That said, the need for curriculum
construction in the foreign-language context is most pressing under two
conditions: first, if the program is so constrained that it must make up,
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through careful conceptualization and planning, what it lacks in time, and
second, if adult instructed learners are to attain upper levels of performance in
their second languages.
Wording the issue from the perspective of would-be curricular planners,
one could say that a faculty group contemplating the demanding and laborintensive task of curriculum construction should be united by a strong sense
that its instructional goals—even in languages that are not cognate to English
and often have completely different literacy practices and writing systems—
reach beyond basic interpersonal communicative abilities. This is so since any
reasonably competent language teaching, even with a relatively uncoordinated
aggregation of courses, is generally able to bring students to basic interactive
language performance, irrespective of the language. Indeed, American foreignlanguage instruction has, by and large, been remarkably successful on that
score.
However, if one takes a more expansive perspective of what it means to
know a language, success becomes considerably more elusive—and it will be
even more elusive in the future as expectations rise for both cognate and
noncognate languages. This is so because, for all its variation, language learning
and teaching that targets upper levels of performance and incipient secondlanguage literacy must recognize that situated, purposive, and meaningful
language use is the fundamental condition for language learning by literate
adults.
As research and practice are beginning to show, those characteristics can
be made particularly salient in a text-based approach to curriculum
development, more specifically a genre-based approach supported by a genrebased pedagogy (see the contributions in Byrnes and Maxim 2004; Hyland
2004; Johns 2002; Martin 1999). Far from disregarding sentence-level
accuracy, a text-based approach incorporates sophisticated appreciation of the
interplay among accuracy, fluency, and complexity of language learning at each
stage of the learning process, and of continued and carefully balanced
development of accuracy, fluency, and complexity over time within a larger
textual environment. (For a discussion of more psycholinguistically oriented
processing issues, see Skehan 1998 and the contributions in Robinson 2001).
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A curricular framework also allows us to address issues of pedagogy.
Specific pedagogical decisions are grounded not in general methodological
dictums but in thoughtful awareness of the long-term consequences of certain
instructional practices over a learner’s course of study (Byrnes 2000).
Conversely, a curricular proposal can be publicly queried for its soundness as it
comes to life in a pedagogy of informed choices that considers short- and longrange performance outcomes (Doughty and Williams 1998).
Viewed within a curricular framework, the traditional preoccupation
with the perfect method turns out to be misguided. The perfect method, we
realize, cannot exist because appropriate pedagogies are always situated choices
within a long-term learning trajectory. But the curricular framework also
contrasts with unbounded methodological eclecticism and its extreme
postulate, that instruction does not matter. Instruction does matter, as Norris
and Ortega (2000) have convincingly shown in their comprehensive research
meta-analysis.
By reversing priorities, from methods to curriculum, we can strive for
optimal

learning

outcomes

since

pedagogical

interventions

are

now

contextualized instances of teacher decision-making that are informed and
supported by a previously developed educational context—the curriculum.
Providing a publicly knowable and shared context, based on consensual
decisions about selection and sequencing, is a rarely mentioned, yet crucial,
contribution that curriculum can make to teaching and learning.
To present a curriculum is to propose a sequence of educational
opportunities for learners that builds on internal relations and continuities
among the major units of instruction. Central considerations are the selection
of content and its sequencing—the what of the curriculum—and the delivery of
that content in both the larger educational environment and the particular
instructional setting—the how. At the same time, a curriculum is also a critical
act of defining the role of the learner and, by extension, the act of learning (see
Byrnes 1998, 265–66). Finally, a curriculum is a policy decision about the
purpose and nature of education.
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Exploring principles for curriculum construction
In arguing for the importance of curriculum construction I have already
referred to a number of desirable characteristics, all derived from the centrality
of meaning in adult instructed foreign-language learning. In the following
section I explore more explicitly the connection between curriculum and the
adult’s well-known focus on meaning and posit some broad principles for
curriculum construction.
The centrality of meaning in adult instructed foreign-language learning
Having noticed that adults focus on the meaning rather than the form of
language, researchers in second-language acquisition frequently offer that
observation as an explanation for why adult learners find it so difficult to
acquire the formal inventory of a second language to an acceptable level of
accuracy, fluency, and complexity. While the conclusion is true in a general
way it is not particularly insightful. In fact, it has the potential for being
misleading if it is interpreted as justifying an old-style (or even new-style)
sentence-level, meaning-divorced grammar instruction—an all-too-frequent
occurrence. Instead, as Byrnes and Sprang (2004) illustrate with the
development of narrativity, a capacity that inherently involves complex use of
tense and aspect, these sentence-level phenomena can really only be properly
situated and properly acquired within a larger textual frame of reference. In
that case, the meaning-driven nature of language behaviors alerts foreignlanguage professionals to the need to rethink how knowledge (or meaning) and
language are related and, by extension, how they can and should be related in
adult foreign-language learning and in adult foreign-language instruction.
To a significant extent, current practices assume the validity of a
normative and essentialist model of knowledge and language, where knowledge
and language are viewed as independent of each other and knowledge preexists out there, as it were, in an idealized, even God-given metaphysical realm.
Language is reduced to being, prototypically, the act of naming the pre-existent
givens, and learning becomes the application of largely arbitrary rules or the
build-up of a formidable array of one-to-one correspondences in vocabulary
(with differences construed as deviations from that expectation).
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Theorizing over the last two decades or so, by contrast, favors the
possibility of considering language as a culturally embedded form of human
meaning-making, in short, of language as a social semiotic (Halliday 1994;
Lantolf 2000). Here knowledge is understood as being intricately linked to the
language patterns of situated language use, where the very use of language is a
way of knowing and a way of being that is historical and directly related to
social action.
In the former Soviet bloc, Bakhtin (1986) and Vygotsky (1978) were
among those who explored such an approach. In the West the same approach
has appeared in research in sociolinguistics, discourse analysis, and at times
pragmatics, often applied to the analysis of native language phenomena.
Where it is concerned with language learning—native and otherwise—it has
been dubbed functional and is particularly associated with the BritishAustralian linguist Halliday. Halliday and his followers emphasize a symbiotic
relationship between human activity and language with, as Hasan (1995, 184)
puts it, the very existence of one as the condition for the existence of the other.
By investigating key constructs of systemic-functional linguistics—
context of situation, register, text, and text structure—it is possible to arrive at
principles for curriculum building that exemplify that role of language in
human life. Thus, Halliday turns on their head the notions of language and
grammar that prevail in language instructional contexts. Instead of considering
language to be a system of forms, to which meanings are then attached he
considers it to be a system of meanings, accompanied by forms through which
the meanings can be realized (1994, xiv). In particular, two central meanings
are addressed by language, namely (i) to understand the environment
(ideational), and (ii) to act on the others in it (interpersonal). Combined with
these is a third metafunctional component, the textual, which breathes
relevance into the other two (xiii).
Dramatically different from a structuralist grammar, which is a grammar
of syntagmatic linearity, Halliday’s is a grammar not of normative rules but of
choices and relations, where the grammatical system as a whole represents the
semantic code of a language and the context of culture determines the nature
of the code (xxxi). Thought-provoking for our concern with adult instructed
foreign-language learning is Halliday’s statement regarding child language
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learning: As a language is manifested through its texts, a culture is manifested
through its situations; so by attending to text-in-situation a child construes the
code, and by using the code to interpret the text he construes the culture
(xxxi).
To sum up, the relationship of language and knowledge is that language
as social semiotic praxis ... should be seen unequivocally as a construer of reality,
not just as its representer .... It does not represent reality; it simply construes a
model of reality (Hasan 1999, 53). Therefore, while language as a system may
be considered arbitrary with regard to the species-specific potentialities of
human language-making capacity, the relation between meaning and that level
of the language code that Halliday labels its lexicogrammar is far from arbitrary
but, instead, constitutive.
Making content the foundation of collegiate language curricula
What does the Hallidayan approach mean for our concern with curriculum?
How might it affect curriculum construction?
The theoretical insights and practical experiences to be gleaned from the
Hallidayan approach are eminently worthy of exploration if we wish, at long
last, to integrate language and culture—or language and knowledge—in more
than trivial ways. Assuming that collegiate foreign-language curricula must
address both the acquisition of knowledge and of language—in both the first
and second languages and in their relationship to each other—then one
important task is to treat content not as an afterthought, but as constitutive
for language acquisition. A particularly rich discussion of the consequences of
such thinking, primarily for first language literacy development in schools, but
by extension, for literacy development in second languages, using a systemic
functional linguistics framework is presented by Schleppegrell (2004) who
carefully relates the grammatical and discourse features of the language
expected in school tasks to the content areas, role relationships, and purposes
and expectations that they realize in schooling contexts.
Extending such insights into the adult foreign language curriculum
suggests that creating a content-oriented curriculum will require us to go
beyond what has generally been described as content-based instruction in the
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primary or secondary grades and beyond what has been described as the
language-across-the-curriculum project at the college level (see, for example,
Adams 1996; Krueger and Ryan 1993; Met 1998, 1999). It must also go
beyond the proposals of the Standards Project, launched in 1996, because
those proposals continue to rely on a normative grammar and a form-focused
paradigm that separates language use from knowledge (Byrnes 2002c).
Moreover, they lack a means of linking knowledge and language acquisition,
one that would support the project’s goals of communication, culture,
connections,

communities,

and

comparison

and

language

acquisition.

Differentiating the proposed curricular project from these dominant models
will be an important step.
Next, we must acknowledge that content for adult second-language
learners, contrasted perhaps with younger learners, is not inherently
sequenceable. There is no objective way of deciding whether learners would be
better served by first learning about the geography and history of the target
area or culture, reading about its contemporary political processes, practicing
how to meet and greet people at a cocktail party, or learning to make hotel
reservations over the telephone. Any of these learning scenarios may well be
worthwhile. But in general curricula decisions on how to sequence content
must be grounded in aspects of language acquisition that are closely connected
to genres.
Genres are how things get done, says Martin (1985, 250), when
language is used to accomplish them. They range from literary to far from
literary forms: poems, narratives, expositions, lectures, seminars, recipes,
manuals, appointment making, service encounters, news broadcasts and so on.
As defined by Christie (1999, 760) genre is a staged, purposeful activity that
serves important social goals. To Gee (1998) genres are ways of being in the
world.
When sequencing decisions are grounded in genre, the kind of
interactive, situated, phatic, or transactional language use that is implied by
the party encounter or the traveler’s inquiry is indeed likely to be appropriate
beginner fare, much as communicative language teaching has presented it. But
that is true not because of the content of such exchanges but because their
language use characteristics are within the grasp of beginners, whereas those
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associated with historical summaries or policy debates in oral or written genres
are beyond the reach of beginners and even intermediate language learners
from the standpoint of acquisition, and thus of processing.
Beyond the early proposals to rethink curricula, presented most
convincingly by Long (1994) and Long and Crookes (1992, 1993), we need
more fine-grained decision-making criteria for selection and sequencing. Here
the approaches developed in systemic-functional linguistics hold particular
promise. Initially a theoretical alternative to structuralist notions of grammar,
systemic-functional linguistics has the necessary theoretical apparatus as well
as longstanding pedagogical commitments. Together these provide principles,
constructs, and examples for linking content or knowledge and language form.
Specifically, in concentrating its analytical potential beyond the sentence-level
and focusing on language use in public life, especially in educational settings,
systemic functional linguistics has established the notion of genre as an apt
construct for elucidating the relationship between socially situated knowledge
and language and, therefore, for language learning (Eggins 1994; Hyland 2004;
Johns 2002). While its insights have thus far been primarily applied to the
first-language context (Martin 1999), most especially in multilingual and
multicultural Australia, they are gradually being considered as well for secondlanguage education, primarily in upper level instruction in English as a second
language (Jones et al., 1989; Schleppegrell 2004) and, most recently, also for
foreign language curriculum construction and pedagogy (Developing multiple
literacies 2000).
The larger intent in promoting functional grammar and genre is to
create the possibility of a grammar for purposes of text analysis: one that
would make it possible to say sensible and useful things about any text, spoken
or written, in modern English (Halliday 1994, xv). Through a rich
understanding of genre we can come to understand that language is not a
domain of human knowledge [but] the essential condition of knowledge, the
process by which experience becomes knowledge (Halliday 1993, 94, emphasis
in original).
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Reconsidering foreign-language educational goals in terms of multiple literacies
Selecting genre as an appropriate foundation for curricular selection and
sequencing also forces us to reconsider our larger goals—a welcome
development since it places foreign-language learning in proximity to the goals
of education. At heart these goals are about expanding literacy (Gee 1998;
Hasan 1999; New London Group 1996; Schleppegrell 2004). The impact of
such a move would be most striking at advanced levels of language ability.
Here the idea of language—and its use and development—as being discursively
realized semiosis is particularly felicitous because a genre provides a model of
text in context, of discourse in relation to grammar and lexis and to those
semiotic systems which language itself realizes (Martin 1985, 249).
On that basis the relationship between meaning and form can be
explored in three key dimensions: in terms of the field, which refers to
particular content or subject matter areas; in terms of tenor, which
acknowledges the dynamics of particular communicative settings with a range
of participants and participant relationships; and, finally, in terms of mode, the
particular construal of processes, participants, circumstances, and relations that
a speaker employs and that affects the nature of the entire text, even as the
text itself is affected by the communicative channels being employed (oral,
written, interactive, monologic).
For collegiate foreign-language programs in literary-cultural studies it is
noteworthy that Halliday’s systemic-functional grammar shows a striking
similarity to the dialogic approaches chosen by Bakhtin (1986) as a way of
explicating the phenomenon of language use in society, especially through the
notion of genre. Taken together, the analytical capabilities of a Hallidayan
functional linguistics and an awareness of the societal situatedness of stable
forms of linguistic action as Bakhtin has developed it in his speech genres offer
a way of imagining second-language performance within the conceptual
framework of a developing multiple literacy, regardless of content emphasis.
Such an orientation is also akin to Cook’s (1999) notion of multicompetence
as an appropriate goal for foreign-language learning, a way of relating first- and
second-language capabilities to each other rather than aiming at an ersatz
native-level performance.
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Reconsidering pedagogies through genre
Thus far, I have highlighted the potential of genre as a principle for organizing
curricula. But given the intimate relationship between curriculum and
pedagogy, we should explore as well the potential of a genre-based pedagogy.
My experience with Developing Multiple Literacies, a curricular project in the
German Department at Georgetown University, shows the genre-based
pedagogies developed in Australia to be eminently transferable to the adult
instructed foreign-language context, with gratifying results across all modalities
of language use (see the contributions in Byrnes and Maxim 2004 and the
extensive

discussion

of

the

curricular

project

at

www.georgetown.edu/departments/german/programs/curriculum).
I offer two further points to support the assertion that a genre approach
can enhance both the interpretive comprehension and the situated choices in
language production that characterize competent and versatile first-language
learners and users (Street 1999; New London Group 1996) and also advanced
second-language learners. If it is true that to use a genre freely and creatively is
not the same as to create a genre from the beginning: genres must be fully
mastered in order to be manipulated freely (Bakhtin 1986, 80), then foreignlanguage instruction is about teaching learners to make meaning-driven choices
within the framework of genres. Learners who can make such choices can
indeed find their voices and identities in second-language genres and can
celebrate their status as multicompetent speakers in the other language,
something that, echoing Bakhtin, I have called emerging heteroglossia (Byrnes
2001). That same phenomenon can be expanded from specific language tasks,
such as writing, to the entire phenomenon of nonnative learners acquiring high
levels of competence in a foreign language (Byrnes and Maxim 2004; Byrnes,
Crane, and Sprang 2002; Cook 1999l; Crane, Liamkina, and Ryshina-Pankova
2004).
While genre, through thematically arranged texts, can serve as a macroorganizational principle for a curriculum, with obvious implications for
pedagogy, it is the notion of task that is likely to be most useful for imagining
and planning specific pedagogical interventions at different stages within a
curriculum. Critical here is the potential of task to provide ways of guiding
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students through a balanced development of accuracy, fluency, and complexity
over long instructional sequences (Byrnes 2002b). As stated above, a taskbased approach has been advocated for some time, particularly in the ESL
literature. However, since most such work focuses on the early stages of
second-language learning and, quite remarkably, can even advocate an atextual
approach (Doughty and Long 2003), much translation is necessary before its
insights can be profitably transferred into a literacy- and discourse-based
curriculum and pedagogy suitable for U.S. colleges.
Conceptualizing foreign-language curricula in relation to other language-learning settings
Earlier in the paper I suggested that curriculum construction takes place at an
in-between-level, as it were. It must consider the adult learners’ secondlanguage-learning characteristics and interests just as it must consider
institutional contexts, negotiating one against the other. But it must also
observe other relations to the extent that higher education is not the sole
purveyor or sole possessor of the sites within which a second language is
learned. In fact, colleges are part of an increasingly socially distributed
environment for knowledge creation, with all the implications that has for
higher education, and particularly for second-language learning. (For an
interesting discussion of these issues, see Gibbons and others 1994.) As a
result, those responsible for collegiate foreign-language instruction must learn
to link creatively different educational settings in order to bring about contexts
that are maximally conducive to continued language learning.
A well-conceived curriculum will make it easier to forge those links and
to address the following related challenges:
•

Developing articulations between secondary and postsecondary instruction,
and between undergraduate and graduate programs (the latter being
necessary to ensure that nonnative graduate students attain the kind of
high-level abilities in the second language that the job market demands of
them)

•

Linking

learning

inside

the

classroom

with

concurrent

learning

opportunities outside it, whether or not these opportunities are directly tied
to the instructional program (for example, course-based discussion-groups
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contrasted with informal opportunities for developing conversational
abilities)
•

Linking learning during the academic year with learning in various settings
during the summer, in the United States or abroad

•

Connecting study abroad, with or without a formal instructional
component, to an instructional program in the United States—before and
after the sojourn abroad

•

Finding ways to accommodate different entry and exit points for language
learning

•

Using technology, either directly in instruction or as a way to allow
individual learners to push their learning into other performance
environments or into more comfortable levels of performance

•

Assuring the possibility of lifelong engagement with language learning, not
merely as an ideologically desirable notion, but as a real possibility for
people whose personal or professional circumstances make such an
engagement desirable or necessary.
We should not expect curriculum construction to eliminate all of the

shortcomings of foreign-language learning in the United States as with a magic
wand. But we should expect curriculum development work to address a
surprising number of intellectual, structural, and pedagogical impasses in the
field whose resolution has a direct bearing on what we are able to contribute to
societies that increasingly require high levels of multilingual competence for
the welfare of their communities and the individuals living within them.
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The state of the art in language assessment: Notes for the third millennium
Bernard Spolsky
In the 2000 years during which human abilities have been assessed
formally, tests and examinations have grown more powerful. A century ago,
critics launched a strong attack on examinations, citing their “inevitable
uncertainty,” but a growing testing industry and governmental cries for
“accountability” have managed a stubborn defense. More recently,
appreciation of the complexity of notions such as “language proficiency”
and acceptance of the resulting impossibility of finding a single measure of
those notions have led testing experts to a realization that assessing
language knowledge is multipart and intricate—and more likely to be served
by profiles than by simple scores.

Seeking simplicity: The first 2000 years
If we accept as the beginning of formal testing the development of
examinations on classical Confucian doctrine during the Han Dynasty (201
BCE to 8 CE), we have 2000 years of history from which to derive our
understanding of testing—and on which to base our assessment of the
current state of the art.
The Chinese examinations were designed as a method of selecting
senior civil servants in place of the patronage system, which threatened the
central power of the emperor (Webber 1989). Thus, the Chinese model set
the precedent of using tests as a competitive selection device.
This purpose was repeated in Lord Macaulay’s (1853) proposal to
use examinations rather than patronage as a method of choosing cadets for
the Indian civil service, in a similar system established in the nineteenth
century for the Prussian civil service, and in current admission procedures
for British and American universities. The Chinese test and the Indian civil
service examinations were long and multifaceted, with many parts.
Using a test to provide information on the quality of the “product” of
an education system also has a reasonably long history. A visitor to the
academy in Sura, Babylonia, in the early tenth century reported that the
Gaon (the head of the Yeshiva) examined the students every year and
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reduced the stipend of those who had been “lazy or negligent” in their
studies (Brody 1998).
Another medieval example, cited by Madaus (1990), was Treviso, an
Italian town where the schoolmaster’s annual salary was set on the basis of
his pupils’ performance on a test given at the end of the year.
In the United States, Harvard college had a statute from 1650
requiring that each year students were to be publicly examined in their
knowledge of Latin, Greek, Hebrew, rhetoric, logic, and physics (Buck
1964). By 1790, professors were to conduct these examinations “in the
presence of a joint Committee of the Corporation and Overseers.”
Our present entanglement with examinations for national standards
is the latest example of this goal of accountability. A tight system of
curricular control was established in the seventeenth and eighteenth
centuries in the Catholic schools, which monitored instruction through
monthly examinations derived, it appears, from Jesuit observation of the
Chinese example (De la Salle 1838). When church schools were secularized
and nationalized in Revolutionary France, the examination system was
perfected by Napoleon as a method of controlling a centralized education
system (Anderson 1975). In England, at the end of the nineteenth century,
elementary school examinations administered by visiting inspectors were
used to justify the expense of a public education system.
The origin of a third purpose of testing—that of certifying that an
individual has achieved a specific level of technical or professional skill—
may date back to the first time that a parent observed a child’s successful
performance of some skill and decided that the child was ready to carry on
without supervision. It was formalized in tests given at the end of
apprenticeships, was introduced by Samuel Pepys for promotion to the rank
of lieutenant in the Royal Navy at the end of the 17th century (Tomalin
2003) and has been extended to the many areas in which public
certification of skill is considered socially or legally desirable.
A fourth purpose of testing, again one with a fairly natural informal
beginning, is prediction or prognosis of the probable results of training. The
obvious examples for those of us in the foreign language field are the
prognosis tests developed in the United States to try to decide which
students should be kept out of foreign-language classes because they might
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increase failure rates (Henmon et al. 1929), and the aptitude tests
developed in the 1950s to decide which candidates to admit to expensive
government language training programs (Carroll 1962).
A fifth purpose of testing is an integral part of all good teaching: the
process by which teacher and learner check the need for and progress of
instruction. Whether in the form of a diagnostic test to decide what needs
to be taught (Spolsky 1981, 1992) or an achievement test to check the
success of teaching and learning, pedagogical tests are ideally low-stakes
events that threaten none of the participants. The low-stakes nature of such
tests gives the test-designer the greatest freedom to experiment. Of course,
the effectiveness of this kind of testing is sometimes threatened or
destroyed by adding an extra purpose.
These purposes and other matters in language assessment are well
reviewed in three recent encyclopedias concerned with language teaching
(appendix 1).
Measurement, fairness, and the deification of reliability
The first four purposes discussed above share a common feature that raises,
or should raise, our concern for fairness. All of them assert and depend on a
power relationship (Foucault 1975) between tester (or test user) and test
taker, with the former usually given full control of the form of the test and
the criteria for interpreting the test results. In language testing, language
teachers and others have become increasingly concerned with the power and
impact of tests, especially when used for gatekeeping purposes (HampLyons 1997; Shohamy 1992, 1999).
It was the concern for fairness in high-stakes testing that led to the
development of the psychometric enterprise. When tests were used to
classify candidates, there was reason to worry that manipulation of the
system might favor certain candidates over others. This remained a
somewhat nebulous issue until the quantification of test results—the award
of numerical marks rather than of a pass—encouraged formal analysis.
Statistician Francis Y. Edgeworth (1888, 1890) argued that
examinations—then widely regarded as only a rough test of merit—could be
made more precise by applying the theory of errors, a branch of probability
theory. Physicists, he noted, had already demonstrated the existence of
error in the measurement of time, distance, and weight. A series of
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measurements had been shown to deviate regularly from the correct
measure, forming a normal curve—like a gendarme’s hat, as one French
mathematician had described it. The same phenomenon should be found in
the marks given to Latin prose by different examiners. Variation might
result from the health of the examinee or the selection of questions. It
would also inevitably result from the limit in the degree of quality that any
human being could perceive, which Edgeworth estimated to be about five
percent.
The mean judgment of several competent examiners would provide
the true score, something impossible to measure physically. In two papers
(1888, 1890), Edgeworth analyzed the marking of several competitive
examinations and calculated the risk in setting cut-off points. The security
level, he believed, should be four times the average discrepancy between
examiners. He then asserted what he termed “the unavoidable uncertainty”
of tests.
Many ignored the challenge that Edgeworth posed to the testing
enterprise. After a brief flirtation with “objective testing” embodying
Edgeworth’s principles in the early twentieth century, British examination
boards managed to ignore reliability until quite recently.
The American public, by contrast—influenced by glowing but
inaccurate reports (Yerkes 1921) of the usefulness of the Army Alpha tests
used briefly and with little effect during the First World War—was quickly
convinced that objective tests were reliable and accurate methods of
measuring human mental abilities. A testing industry started to develop in
the 1920s. Buttressed from criticism by esoteric psychometric techniques, it
soon persuaded the public that examinations were not just powerful but
could be fair.
Of all fields, language testing was perhaps most resistant to the
claims of objectivity, for the techniques it demanded—breaking down
language ability into the tiny discrete points that a multiple-choice or truefalse test required—seemed alien to the kind of integrative performances
normal in language use. Furthermore, providing the large number of judges
of integrative performance needed to achieve reliability was exorbitantly
expensive for a relatively low-valued skill.
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The first half of the 20th century: The pursuit of objectivity
Although there had been earlier attempts at objective language testing, it
was the committee appointed in 1913 by the Association of Modern
Language Teachers of the Middle States and Maryland that first attempted
to tackle the objective psychological testing of spoken language, a critical
concern in the philosophy of the Direct Method that the association
embraced. The test that the committee produced in 1914 included a
dictation, written answers to questions read aloud, and the written
reproduction of a passage read by the examiner (Committee on Resolutions
and Investigations 1917). The assumption was that only a candidate with
training in the spoken language could handle these written tasks.
The 1928 Modern Foreign Language Study (Coleman 1929) faced
much the same problem. The team headed by Henmon (Henmon 1929)
produced what they called the Alpha tests, which included discrete items in
vocabulary and grammar as well as more integrative reading and writing
tasks, the latter to be scored by comparison with 16 graded sample essays.
They had no luck, however, in finding a satisfactory method of testing
spoken language. They also made a start on prognostication (Henmon and
others 1929) but, despite their best endeavors, failed to come up with a test
that could help teachers reduce the “mortality rate” of students allowed into
their courses (Cheydleur 1932).
In a long and regrettably unpublished memorandum written nearly
50 years ago, psychologist John Carroll (1954) sketched the history of
foreign language testing, the current state of the art, and the areas in which
research was needed. Paper-and-pencil tests of vocabulary, reading, and
grammar were “highly perfected,” but tests of oral and aural ability were
underdeveloped. Carroll also raised interesting questions about the existing
tests.
Over the next decade, as various improvements were made (Lado
1961), Carroll himself helped fill three important gaps in language tests. In
the early 1950s, he tackled the problem of language aptitude, his goal being
to provide an effective screening device for intensive language programs like
those offered by the Army Language School and the Foreign Service
Institute. The battery of tests that he developed was ready by 1955 and
published commercially in 1957 (Carroll and Sapon 1955, 1957).
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During the same period, Carroll was advising the Foreign Service
Institute, where Claudia Wilds and her colleagues (1975) were developing
an instrument to assess the language competence of State Department
employees (Rice 1959; Sollenberger 1978). Although there is no record of
the advice that he gave, his likely contribution may be inferred from his
1954 memorandum. In that paper, he discussed scaling and urged the
development of “quasi-absolute” scales, which had been proposed but never
used during the war (Kaulfers 1944; Sandri and Kaulfers 1945). He also
recommended a “controlled conversation.” The Foreign Service Institute’s
oral interview and absolute proficiency scales developed over the next few
years became the core and model for many subsequent efforts at assessing
spoken language ability (North 1992).
As the decade ended, Carroll (1961) set out what he believed to be
the fundamentals of language proficiency testing. After acknowledging the
value of Lado’s description of discrete-item testing, Carroll added a plea for
integrative tests. Many scholars believe this paper marked the true
beginning of the language testing field. Research over the past half-century
can be seen as an effort to meet the challenges that he presented (Bachman
1990).
From the point of view of language testing theory, the key question
remains the nature of what we call language proficiency (the more
reasonable term “language competence” having been preempted by
Chomsky for an unrelated purpose) and whether it is unitary or divisible
into distinct components. That issue remains unresolved.
Carroll’s own work in the study of human cognitive abilities (Carroll
1993) led him to believe that foreign-language ability had distinct and
measurable components, but this belief has not been established
empirically. A quarter of a century after John Oller (1976) presented
arguments for the existence of unitary language competence, he returned to
that claim and to the claim that the same competence underlies
performance on nonverbal tests (Oller 2000). The remarkably high
correlations to be found between different kinds of language tests, which
Carroll in 1954 tentatively attributed to the importance of vocabulary,
continues to confound those who seek distinct abilities.
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Can language proficiency be measured—or only judged? The answer
depends, of course, on how you define it. Some aspects of proficiency are
clearly measurable. There are ways to estimate how many words a language
learner knows, or to estimate the percentage of morphological errors that he
or she makes. Other aspects, however, require a judgment, as when we
assess the quality or freshness or success of a piece of writing or a
conversation. Olympic events offer an analogy. In many, the winner is
determined by a measurement—the runner who is fastest, the jumper who
jumps longest or highest, the thrower who hurls an object farthest, the team
that scores the most goals. In others, the winner is the athlete who receives
the highest rating from judges—as in boxing, diving, and equestrian events.
So it is with language assessment: some aspects can be measured, but others
need to be judged.
There are, as Edgeworth noted, problems in determining the true
result even with measurements. Before races were timed electronically, an
Olympic event would be timed by several judges, each with a stopwatch,
and the “correct” result was the average of the times they recorded.
Similarly, we determine the fair result of a judgment by averaging the scores
awarded by a number of qualified judges. Much of the criticism of
traditional essay examinations was based on evidence that different judges
make different judgments, and even that the same judge makes different
judgments on different occasions. To obtain a fair result, then, one needed
to use more than one judge, increasing the cost of the assessment procedure.
The higher costs of multiple judges favored objective multiple-choice
tests over open-ended instruments. The decision not to include a writing
test in the original version of the Test of English as a Foreign Language
(TOEFL) appears to have been strictly economic. Interestingly, the person
at the Educational Testing Service who argued successfully against inclusion
was at the same time conducting research that led to the restoration of a
writing unit to the College Board’s English test (Spolsky 1995).

Finding complexity
Leaving aside technical developments and increasingly complex statistical
models that have helped in ascertaining the usefulness of test items, the
most important development in language testing over the past half-century
has probably been the recognition of its social and political context.
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Contextualizing language testing—multidimensionality rampant
While John Carroll was working with linguists in the 1950s to produce the
body of knowledge that became psycholinguistics (Carroll 1951), other
scholars were fixing language in its social context. It was a sociolinguist with
training in educational psychology, who first proposed adding the social
dimension to language testing (Cooper 1968). That dimension received
increasing emphasis with the spread of the “communicative approach” to
language learning, which emerged after structural linguistics and behavioral
psychology failed to solve the problems of language teaching (Canale and
Swain 1980).
Since the 1980s, the language community has realized that tests
must assess performance of authentic language functions, but those terms
have yet to be satisfactorily defined and placed in an accepted theoretical
model. Models have been proposed, but they turned out to be
programmatic and heuristic rather than rigorous and testable.
After the discovery of context, the second major breakthrough in
language testing was the recognition of the political power of tests
(Shohamy 2001) and the renewed interest in the impact of examinations on
the teaching process (Wall and Alderson 1993). A century earlier, Henry
Latham (1877) had characterized examinations as “an encroaching power”
that was blurring distinctions between liberal and technical education and
narrowing the range of learning by forcing students to cram for
examinations. Teaching in England, he complained, was becoming
subordinate to testing, just as it was in France.
One of the most encouraging developments that followed this
realization was renewed concern for ethical considerations in language
testing. How, we are now expected to ask, will the tests we develop be used?
How will the results be interpreted? What effects will they have on the
instructional process? What effects will they have on the future of those
who take them? The emphasis is now moving to test use (Bachman 2004).
From measurement to assessment
The testing profession made an unfortunate choice a century ago, when it
set out to minimize the “unavoidable uncertainty” of tests rather than
trying to mitigate the effects of that uncertainty and to control tests’
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“encroaching power.” Having made that choice, testing professionals
focused on building new and better tests rather than on the demands set by
the testing purpose.
Let me give a simple example. In the 40 years that TOEFL has been a
major moneymaker for the Educational Testing Service, the uses of test
results have been surveyed just once. That survey showed that virtually
none of the test users had done the kind of study that is necessary for valid
interpretation of results. Hardcastle (2000) reminds us that “there is not a
significantly discernible relationship between language proficiency as
defined by the TOEFL test and subsequent measures of overall academic
achievement.”
The Foreign Service Institute’s Oral Proficiency Interview, by
contrast, is an excellent example of a purpose-driven test. The deputy
undersecretary of state ordered the Institute to develop a system to assess
the level of proficiency of Foreign Service officers. The test used a scale that
described transparently the way a candidate could be expected to function
using the language. Because those who were tested were colleagues of (and
usually senior to) those conducting the tests, the procedures and results had
to be fair and easily justified (Sollenberger 1978).
Too often, the purpose of a test is forgotten or disguised. TOEFL,
like its two predecessors, was developed to plug a loophole in the 1924
Immigration Act, which was intended to cut down on immigration from
areas other than northern Europe. The Act permitted special visas for
foreigners whose only purpose was study at a school or college in the United
States. Three times—in 1930, 1947, and 1961—the government asked for a
test that would filter out unqualified applicants. In the same way that the
Scholastic Aptitude Test was sold as a fair and efficient method of
controlling access to higher education for native-born Americans, so TOEFL
was sold as a fair and efficient method of screening foreigners.
A wise student of mine once remarked that it is much easier to
develop a new test than to explain what any existing test really measures.
The absence of a good theory does not preclude practice: bumblebees can
fly even though they (and even we) don’t know how. The issues raised by
language testing researchers will no doubt keep us busy for a long time but
will not prevent us from designing, administering, and interpreting the
results of tests. In this situation, the most critical issue is to appreciate that
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even the most carefully designed test produces uncertain results; therefore,
we need to know how to balance the need for more certainty with the cost
of the results to all concerned (Elder et al. 2001).
The work with language-aptitude testing provides a good example. It
became clear early on that the best way to determine whether a candidate
would benefit from prolonged and intensive language instruction was to see
what happened in a one-week pilot experience. The aim of the short
aptitude test that Carroll developed was to filter out candidates after the
pilot session and so save money and frustration. Used for this limited
purpose, Carroll’s test met its goal—but there was no justification for
expecting it to control admission to any kind of language course.
Unfortunately, many high-stakes tests and examinations cannot
guarantee the validity or comparability of their results, which is why it is so
important to develop professional ethical guidelines and a code of practice
for language testers (Davies 1997).
Just what is language proficiency?
The question of what it means to know a language is certainly not a new
one. It is clearly related to, but different from, the question in linguistic
theory of what a language is. The discrete-item approach to language testing
seemed to assume that if you knew the phonology and grammar and lexicon
of a language, all you needed to do to build a test was to compile an
appropriate sample of these items. Communicative testing turned that
approach around: one now needed to know all of the situations in which
language might be used.
A functional approach to testing is likely to suit more testing
purposes than a structural one. Starting from the top rather than the
bottom, such an approach might first list, in the proficiency guideline
format, the kinds of functions that a learner might reasonably be expected
to perform and then design specific tasks that represent those functions.
Let me give an example by describing the approach that a group of us
took some years ago to develop a practical literacy test for soldiers. The
instructional approach at the time was structural, and one teacher told us
that the students, in the middle of an intensive course, could not read a
certain sign because they were only halfway through the alphabet. We
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designed a test consisting of a series of literacy tasks that might be expected
of a soldier. The first, as I recall, was to recognize the individual letters
labeling the safety lever on a rifle. Next was recognizing various signs that
might be found on an army base. In designing this test, our assumption was
that its purpose was not to test literacy in the abstract, but to assess the
performance of a representative group of relevant tasks.
Whenever one attempts to describe exhaustively an individual’s
language proficiency, it quickly becomes clear how complex and demanding
the task is. The reason is not just the complexity of language, but the fact
that an individual’s knowledge of language is dynamic rather than static,
changing from time to time, from situation to situation and from
interlocutor to interlocutor. We all notice how our own foreign language
performance varies, fading as the day goes on and seeming to pick up during
the cocktail hour. We notice also that some of us can manage formal
communication much better than small talk, whereas others can handle all
the social graces but choke up when presenting a reasoned argument. We
know that there are some people we feel comfortable talking to, and others
whose disdain for our accent or grammar quickly freezes our fluency. The
more situations in which we can observe a learner in action, the more we
can learn about his or her proficiency. To expect to reduce this complexity
to a single score or to one point on a one-dimensional scale is folly.
Psychometric methods of analyzing tests assume unidimensionality.
Some 70 years ago, the distinguished psychologist, Edward Thorndike,
outlined his ambition to construct a perfectly scaled language test, such that
any candidate who answered any one question could safely be assumed to
be able to answer all the previous questions (Monroe 1939). His audience
quickly tried to put him straight, one of them describing his daughter’s
proficiency in German. Having lived with him in Germany for a year, she
knew much more German than her classmates in a school in England but
probably would not know many of the items that had been included in the
school curriculum. Thorndike never developed his language test.

Embracing multidimensionality
The European language portfolio developed by the Council of Europe
(2001) best exemplifies the purpose-driven assessment approach. Rather
than attempting to develop a single testing instrument with a single score,
the result of which would be used for all purposes, the portfolio is a method
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of recording the evidence needed to make an assessment of the candidate’s
probable competence in using a language for various purposes. It records
not just scores and results from language tests the candidate has taken, but
also descriptions and examples of his or her actual use of the language.
The European Language Portfolio is the assessment component of
the Common European Framework (Council of Europe 2001), developed as
part of the Council of Europe’s project, “Language learning for European
citizenship” (Trim 1997). The sweeping and ambitious framework describes
what language users need to do to communicate in a situation, identifies
texts that convey messages, details the underlying competences of the user
that permit communication, and describes the strategies used to apply these
competences. It also surveys alternative approaches to language learning
and teaching, offers a set of proficiency scales, and discusses curricular
designs to achieve various kinds of plurilingual competence.
Intended to bring about European cooperation in foreign-language
teaching, the Common European Framework is an intimidating document,
looking more bureaucratic than scholarly. There are no footnotes, only a
short list of further readings, and no supporting evidence or data. Users are
“invited” to derive practical lessons from a catholicity of approaches.
Dozens of theses could—and probably will—be written to unpack concise
maxims like, “The external conditions under which communication occurs
impose various constraints on the user/learner and his/her interlocutors,” or,
“The output of the process of language production is a text which once it is
uttered or written becomes an artifact carried by a particular medium and
independent of its producer.” No one who has read this work carefully can
imagine an assessment model that will produce a single measurement scale,
yielding a single score or grade or mark that would contain the complexity
involved in assessing and describing plurilingual competence.
The term “plurilingual” has come to serve in the Framework as a
label for the acceptance of complexity. “Bilingual,” by contrast, has misled
by its suggestion of a person able to function equally in two languages.
Plurilingual competence implies not one or more languages added to the
native language, but a competence that can draw on more than one
language for communication. Competence in each language varies and is
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uneven and dynamic. So, too, must assessment models be varied and
dynamic.
The European Language Portfolio, now in the advanced design stage,
consists of three parts. Part I records formal qualifications “in an
internationally transparent model,” drawing on an agreed proficiency scale
that reinterprets national scales. Part II is a language biography, an
organized account of language learning and use experiences, and a selfassessment. Part III is a dossier in which a learner can present examples of
his own work using the language.
Very important principles underlie this elaborate model. First, its
user orientation: the language learner, closely involved in presenting his or
her own competence, is thus encouraged to continue developing it. Second,
the model assumes that plurilinguals have complex patterns of varied
competence in different domains. It avoids the trap of assuming a onedimensional scale and setting out to rank all students on it, the trap that
has ensnared most high-stakes testing. But it must be noted that criticisms
are starting to appear of the lack of empirical validation and the trend to
rigidity of this potentially open model (Fulcher 2004).
Given its financial and institutional robustness, the psychometric
industry will no doubt continue to try to reduce “unavoidable uncertainty”
and to develop better measures of identifiable and relevant competences.
For my part, I will put more stock in approaches such which seek ways to
live with uncertainty and to develop ethically based, use-oriented methods
of assessing language competence.

Appendix 1

Suggested readings

Three recent encyclopedias concerned with language teaching provide good
coverage of the field of language assessment at the beginning of the
millennium.
One of the eight volumes of the Kluwer Encyclopedia of Language and
Education is devoted to language testing and assessment (Corson 1997). It
contains 29 articles ranging from testing reading in the mother tongue to
ethics in language testing. Its summary of trends makes the point that a
volume produced a decade earlier would have concentrated more on
“receptive and integrative methods of assessment” and on developments in
psychometrics. Now, productive skills are more important, and there is
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more emphasis on how well various traits are measured. A new edition is
being prepared and should appear in 2006.
The Elsevier Concise Encyclopedia of Educational Linguistics (Spolsky
1999) expands on the rather condensed treatment given language testing in
the large edition by adding five new articles, three of which deal with
alternative assessment, the impact of language testing, and the uses of
language tests.
The Routledge Encyclopedia of Language Teaching and Learning (Byram
2000) includes assessment and testing as an overview article and—after
sections dealing with alternative assessment, impact, and ethics—concludes
that “the competing requirements of test validity and financial practicality
will maintain the distinction between tests which can be administered
reliably to large numbers of students, and more holistic tests which can
potentially reveal all aspects of the candidates’ language proficiency.” It also
includes 14 short articles on testing topics.
The growing importance of the field is also shown by the number of
new books dealing with it. Cambridge University Press now has two
separate series of books on language testing— eight books in the Language
Assessment series (three promised for 2005) and fourteen in the Studies in
Language Testing Series —as well as half a dozen books on assessment in
other series. These books report on current technical research and
summarize the assessment of listening, writing, reading, and vocabulary for
special purposes.
A recent introduction to the field of language testing is McNamara
(2000). Brief and up-to-date, it sets out to show that language testing is not
“an arcane and difficult field, and politically incorrect to boot.” After
surveying the field and treating the social character of language tests, the
volume concludes with sections on the use of computers, the problem of
finding a cheap way to assess speaking ability, and the dilemma of assuming
who is responsible for breakdowns in real-life communications. Other new
books include (Weir 2005), (Brown 2003) and (Puerschel & Raatz 2001).
Over its first 80 years of publication, the Modern Language Journal
published about 150 papers on language testing, fewer than 2 per volume
(Spolsky 2000). These articles trace the historical growth of language
testing and the profession’s reluctant recognition of the fact that language
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tests both drive and reflect language teaching. Testing oral proficiency has
been an ongoing theme from the earliest volumes through to the ACTFL
Proficiency Guidelines. For those to whom the spoken language is a key part of
the curriculum, finding an efficient way of assessing ability in this area has
been a continuing challenge. Other important themes recur regularly: cloze
tests, proficiency guidelines, prognosis and aptitude testing, and test use.
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Articulation: Challenges and solutions
Martha G. Abbott
Providing students with a seamless progression of language development within
the K-12 school curriculum remains a challenge for the foreign-language
profession as we enter the new century.1 As national standards are developed
for foreign-language education in the K-12 continuum and school districts
throughout the country consider implementing foreign-language programs
earlier in the curriculum, we have an opportunity to confront that challenge
with renewed vigor.
After foreign languages were added to the Goals 2000: Educate America
Act of 1994, foreign-language standards had to be consistent those being
developed for the other subject areas unless the school system was willing to
forgo federal funding. The new mandate for parallelism meant establishing
content standards and sample progress indicators for grades 4, 8, and 12.
But unlike the so-called core subjects—mathematics, languages arts,
social studies, and science—foreign languages have not traditionally been
represented in the K-12 curriculum. Although common sense would indicate
that students who start early and sustain a long sequence of language study
should develop a high level of proficiency, there are comparatively few
programs to serve as models and points of reference. As educators consider the
skills that students must have to be competitive in the global work force, and
as school districts begin to implement extended instructional sequences to
provide those skills, foreign-language educators will have to develop
recommendations concerning appropriate transitions from one level of
language study to the next.
Lack of clear responsibility means no coherence in the curriculum
In the American educational system, no one entity or institution is responsible
for ensuring that curricula at successive levels of education are well articulated.
Historically, educators at higher levels have complained that those lower in the
hierarchy failed to prepare students properly. College and university personnel
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now lament the proliferation of remedial programs; high school teachers
criticize the “fun and games” of middle-school programs; and when Johnny
can’t read or conjugate a verb, the elementary teachers take the blame. With
the historical precedent of the “blame chain” focused on colleagues at lower
levels, no one is assuming the responsibility for ensuring that students learn in
a seamless progression.
In contrast to other subjects, foreign-language study has no standard
entry point and many different exit points. As a result, foreign-language study
lacks the articulation found in most other subjects. In math, science, and social
studies, the topics and themes presented in the curriculum are related to the
child’s developmental level. As the child grows, the same topics may be
reintroduced in higher grades in a more sophisticated context that requires
critical thinking or other emerging skills. They may even be reintroduced after
several years of nonexposure. The effect is one of a spiral, with curricular
elements reappearing periodically, each time in more complex form.
Consider how students learn the history of their state. Generally it
begins in the upper elementary years (typically grade 4), resumes in the middle
years (typically grade 8), and reappears in high school as a graduation
requirement (usually in grade 11). Most teachers assume that students
remember little from the last time they encountered the subject. Teachers may
begin by finding out how much students recall from previous grades, but they
do not hold them accountable for the earlier learning.
In foreign languages, by contrast, the articulation controversy is
heightened by what appears to be the neatly sequential nature of the subject
matter. If the student has not mastered material perceived to be the
responsibility of the teacher at the previous level, then the teacher at the next
level cannot move forward to cover the material that will be needed at
succeeding levels.
As a result of this rigid approach to sequencing, foreign-language
educators have created a difficult situation, one that has become quite public
as parents and students become aware that students have “not learned enough”
to progress to the next level. It is not uncommon for students to repeat levels
or even to start over, particularly when moving from one school to the next.
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This sends a message about foreign-language learning: it is difficult, and it is
not for everyone.
Student accountability vs. teacher accountability
In fact the problem can be traced to the absence of a coherent, well-articulated
curriculum that is accepted by educators up and down the line. For lack of
reference points, foreign-language teachers frequently rely on their students for
vital information on what has been presented and learned at previous levels.
But it is risky to expect students to admit that they actually learned something.
When the inevitable query is made—“Didn’t you have indirect object
pronouns last year?”—how many students will confess the truth? Most would
perceive it to be to their advantage to maintain as vehemently as possible that
indirect object pronouns had never been presented and that the students
therefore could not be held accountable for knowing them.
The students have a point. In a spiraling curriculum, no language learner
masters the grammatical structure on the first go-around. It is only through
repetition that one begins to exercise control over a particular syntactical
feature. But by relying on students as articulators the “blame chain” is
perpetuated—teachers criticize their students’ lack of preparation, and the
responsibility for a seamless progression is abnegated once more.
Articulation is an urgent issue
As we move toward foreign-language sequences in primary and secondary
education, the issue of articulation becomes even more challenging. When
foreign-language professionals tell students, parents, and administrators that
students did not learn enough in primary school and must, in effect, begin
again in middle school, high school, or college, we are condemning ourselves
and our subject matter.
To give K-12 educators a common view of the goals and outcomes of
elementary programs, the American Council on the Teaching of Foreign
Languages (ACTFL) is adapting its proficiency guidelines to include descriptors
of what students can do with language when participating in early language
programs.
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That is an important start. But we must work diligently to further
improve

communication,

accountability,

and

expectations.

Suggestions

include:
•

Replacing top-down demands with two-way communication between levels

•

For each level of instruction, setting language goals that focus on what
students can do with the language

•

Communicating those expectations to students and parents

•

Determining how and when to verify if language goals have been met and
who will do the verifying

•

Attending to horizontal as well as vertical articulation (across classes at the
same level) as well as vertical articulation (from one level to the next).

•

Making it clear to administrators and policy makers that a spiraling
curriculum is just as essential in language learning as in other subject areas.
Mutual collaboration in establishing goals can relieve the stress and

anxiety

caused

by

top-down

demands

on

teachers

at

lower

levels.

Communication among and across the levels of study can provide a clear and
consistent foreign-language program. Communicating expectations to parents
and students can ensure that all stakeholders have a clear idea of where they
are headed, of the importance of articulation in a long sequence, and of the
essential nature of foreign-language study in any curriculum.
These are our challenges. It is critically important that we begin to work
collaboratively to break the blame chain and provide coherent sequences for all
our students.
Note
1. An earlier version of this essay appeared in Myriam Met (ed), Critical issues
in early second language learning: Building for our children’s future (Glenview, IL:
Scott Foresman Addison Wesley, 1998).
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A Longitudinal Survey of the Language Learning Careers of ACTR Advanced
Students of Russian: 1976-2000
Dan E. Davidson
Susan Goodrich Lehmann
Introduction
In 1976, the American Council of Teachers of Russian (ACTR) began sending
American college students to Russia for advanced training in Russian language
and literature. The original ACTR program was open to qualified students
from any U. S. institution and represented one of the very few opportunities
available to American students, graduate students, or faculty to pursue
advanced language training in Russia, in this case, the newly established A. S.
Pushkin Institute of the Russian Language in Moscow. Admission to the
program was competitive, and, in practice, the ACTR program accepted for the
most part graduate students and immediate-post BA students into the
program. Within five years, the ACTR programs were expanded to include
limited opportunities for year-long study, as well as summer study at the
Pushkin Institute academic and residential complex in southwest Moscow.
During the following decade, the number of host institutions in Russia
gradually expanded to include the Herzen Pedagogical Institute (now the
Russian State Pedagogical University) in St. Petersburg, Moscow International
University, Moscow State University, St. Petersburg State University, and the
Vladimir State Pedagogical University (CORA) program, as well as others.
As of 2005, more than 4,500 students and scholars from 315 colleges and
universities have taken part in summer, semester or academic year
advanced-level language and regional studies training programs in Russia or
other NIS countries under the auspices of the ACTR /American Councils, now
the largest American academic exchange organization with the Russophone
world. American Councils manages bilateral exchanges of high school, college,
and graduate students as well as exchanges of teachers, researchers, and other
professionals. In fiscal year 2005, American Councils administered exchange
programs for 4,200 citizens of Russia and Eurasia and 625 U. S. participants,
many of them supported on long-term degree-related study or research
supported by U. S. or foreign governments or private funders.
From its inception, ACTR has placed a premium on the collection and
analysis of performance-based data related to all American Councils/ACTR
training programs. Language training data maintained for a typical program
participant include basic demographic data, educational background (major
field, degrees held, schools attended), fellowship support, qualifying
examination scores, recommendations, pre and post program proficiency test
scores in reading, listening, and oral communication, Russian host institution,
and course work completed.
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Table 1: American Councils’ Exchange Program Database
1976 to Present
Section Topic
# of Questions
A.
Biographical Data
13
B.
Russian Proficiency Pre-Program Scores
10
C.
Leadership and Adaptability Pre-Program Scores
7
D.
Russian Proficiency Post-Program Scores
3
(See Appendices 1 and 2 for more detailed information on each section.)
Some of these data have been analyzed and the results published in Davidson
et al. 1993 and 1995.
In 1997, American Councils received a research grant from the U.S.
Department of Education (International Research and Studies, Title VI) to
carry out a survey of U. S. alumni of the ACTR overseas Russian language
programs. The primary purpose of this survey was to gain a perspective on the
long-term impact of the exchange experience on both personal and career
development. The Outbound Alumni Survey Project was a multi-stage process,
detailed in the methodology section below, and American Councils is pleased
to report that the final dataset contained 701 completed surveys.
The 172 question Outbound Alumni Survey covers nine major topic
areas. They are:
Table 2: Outbound Alumni Survey Spring to Fall 2000
Section
Topic
# of Questions
A.
Biographical, Educational and Employment History
26
B.
Pre-College Russian Language Training
14
C.
College Russian Language Training
11
D.
U.S. Summer Language Training in Russian
21
E.
Graduate School Training in Russian
6
F.
Russian Language Study Abroad
42
G.
Current Russian Language Proficiency
14
H.
Current Use of Russian
18
I.
General Employment Preferences & Attitude
20
Towards Language Study
In combination with the Exchange Program Database, the Outbound
Alumni Survey was designed to allow analysis of five broad areas of interest: 1)
language study, 2) language learning and ability, 3) exchange experience, 4)
language maintenance, and 5) career impact of language study. Each section
concentrated on a core set of research questions. Table 3 below highlights our
main research foci, but does not exhaust all of the possible topics of study.
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Table 3: Outbound Alumni Survey
Primary Research Questions
1) Language Study
What factors prompt people to take up the study of Russian in college?
Do heritage learners have different reasons for studying Russian?
Are people who take up Russian more likely to have previously studied a
foreign language than people who take up other languages?
Do graduate students in the Russian Department enhance
undergraduate training in Russian, and if so, how?
2. Language Learning and Ability
What is the relationship between pre-exchange training and/or
proficiency in Russian and language gain during the exchange?
What are the factors that predict language gain in study abroad
environments?
3. Exchange Experience
What factors prompted people to go on exchange?
At what stage do students get the most out of the exchange in terms of
language skill development?
At what stage do students get the most out of the exchange in terms of
non-language development (e.g. increased confidence, increased
adaptability, etc.)?
Are the effects of the first and subsequent exchanges different?
How do different in-country living arrangements influence skill
development? (Dorm versus home stay, for example.)
Is language development greater among students who make Russian
friends? If so, is development greater across all modalities?
How do people evaluate the role of study abroad in their overall
educational experience?
Can we anticipate that Russian language majors will value the exchange
for different reasons than students with other majors – sociology,
political science, international studies, comparative history, etc.?
Did the exchange experience shape the person’s attitude toward the
United States? Toward the former Soviet Union/Russia? How?
4. Language Maintenance
What factors effect Russian proficiency for people at different distances
from the exchange experience?
Are certain groups of people more likely to actively work to maintain
language skills?
What life-long learning strategies do people use to maintain their
Russian?
Are certain activities more effective in maintaining language skills?
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5. Career Choice
To what extent do alumni use Russian in their careers?
Is there a relationship between post-exchange language proficiency and
career choice?
Is there a relationship between highest degree attained, major, or degree
institution and career use of Russian?
Which groups within the exchange population seek out jobs involving
Russian, knowledge of Russian history, society and politics, or frequent
travel to the former Soviet Union?
The Outbound Alumni Survey Project is a first both in terms of scope and size.
This article is the first in a series of articles that will explore the findings of the
combined Exchange Program and Outbound Alumni Survey Databases. We
anticipate that these research findings will contribute to informed
policy-formation regarding the funding of academic exchanges and overseas
study.
Outbound Alumni Survey Methodology
Survey Design
The survey was developed in four design phases. Dan Davidson, William
Rivers, and Kim Fedchak, the latter two then Ph.D. candidates in Russian and
Second Language Acquisition at Bryn Mawr College, designed a pilot survey
containing 145 open-ended questions. The pilot survey was mailed to 90
selected alumni in 1998. Thirty-four alumni participated in the initial pilot
survey. Their answers were analyzed by Kim Fedchak in a report entitled “The
Long-Term Patterns of Language Use after Graduation: The Case of ACTR
Study Abroad Alumni,” presented at the 1998 AATSEEL meeting in San
Francisco.
In the spring of 1999, a closed version of the alumni survey was drafted
by Dan Davidson and Susan Lehmann, author of Research Methods in
Cyberspace: Internet Exercises for Social Science Research Courses. The
survey was pre-tested in the American Councils’ Washington, D.C. office.
Fifteen Washington D.C.-based American Councils’ employees took the survey
and gave written and oral suggestions for modifications. This group was
chosen as a test population because it mirrored in many respects the alumni
population in terms of age, language study, exchange abroad participation, and
career patterns. The employees also had experience with exchange program
management, and thus were able to suggest some less common student profiles
that the first draft of the survey did not adequately accommodate.
In the summer of 1999, Davidson and Lehmann further revised the
survey following consultations with Richard Brecht and Michael Long, both of
whom were investigating professional language utilization and needs analysis
in separate projects of the National Foreign Language Center at the University
of Maryland at that time. This set of revisions focused on the ability of the
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survey to test current theories concerning language use over the life course and
the factors predicting success in language gain during study abroad programs.1
Alumni Search
Simultaneous with the survey design, American Councils took on the separate
logistical challenge of locating ACTR program alumni, many of whom had not
been in touch with the organization for upwards of two decades. Because one
of the main concerns of this study was to develop a comprehensive picture of
the scope of career patterns for alumni, we discarded the suggestion that we
simply contact those alumni that currently belong to Russian or languagerelated organizations.
We were concerned that by only referencing
membership guides for the American Association for the Advancement of
Slavic Studies or the American Association of Slavic and East European
Languages we would disproportionately skew the sample in favor of career
academics. We similarly discarded the suggestion that we simply search the
Washington, D.C. metro area for alumni, fearing that that approach would
over-sample those alumni engaged in non-profit, foundation and government
work.
Instead, using the Exchange Program Database we grouped alumni
according to the U.S. educational institution that they were attending at the
time of their outbound exchange. This yielded alumni lists for more than 274
colleges and universities. They broke down as follows:
Table 4: Outbound Alumni Dispersion Across
Educational Institutions
Alumni per Educational Institution Concentration
of
Educational
Institutions
1 alumna/us
82 colleges or universities
2 to 25 alumni
148 colleges or universities
26 to 100 alumni
34 colleges or universities
More than 100 alumni
10 colleges or universities
We prepared an alumni list for each college containing the student names at
the time of the exchange, the degree program, and the year of the exchange.
We then divided the colleges and universities into two groups, A) those
with 1 to 25 alumni, and B) those with more than 25 alumni. We wrote to
each alumni association that fell in Group A, enclosing a list of alumni and
explaining our research objectives, and asked for current addresses for their
graduates. Though many predicted that educational institutions would not
1
The authors are grateful for the suggestions of a number of professionals in the Russian field who
generously reviewed versions of the final survey instrument for completeness and appropriateness including Richard
Brecht (Maryland), Patricia Chaput (Harvard University), Lisa Choate (ACTR), and Maria Lekic (Maryland and
ACTR).
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release this information, more than 90 % of institutions in Group A provided
us with whatever alumni addresses they had on file.2 Schools varied a great
deal in the completeness and accuracy of their records. We found that large,
state universities had the least complete files, although there were a few
notable exceptions. Approximately 20 colleges and universities declined to
provide addresses to us directly, but offered to forward survey material to
alumni. Many of the schools in this group were small liberal arts colleges and
most of the women’s colleges. A few schools were so enthusiastic that they
printed up mailing labels for all relevant alumni.
Schools in Group B posed more of a challenge since they had a lot more
alumni. This meant both more work for the alumni offices and more of a
problem for our sample if they refused to assist us. To increase our yield, we
decided to ask a current faculty member or administrator at each university
with ties to ACTR/American Councils to act as intermediary with the 44
alumni offices in this group. We sent the intermediary a request letter and a
list of the alumni and asked them to personally contact their alumni office for
assistance. Most schools agreed to assist when approached in this manner,
although some institutional alumni offices replied that they were too busy to
consider compiling the requested information.
As addresses came back to American Councils, the ACTR team sent out
surveys accompanied by a cover letter explaining that the project was being
conducted with a grant from the U.S. Department of Education. The letter
touched on the main topics of interest, which are evident from the survey
itself, but did not disclose any particular research hypotheses. Alumni were
mailed an initial survey, and if no response was forthcoming, they were mailed
one follow-up letter and survey 1-2 months after the initial contact.
As of November 1, 2000 American Councils has attempted to survey
1,640 out of 2,678 alumni. To date we have no alumni addresses for 1,038
people, or 39% of all alumni. These participants, therefore, received no survey.
Of the alumni we have attempted to contact (N= 1,640), 43% have completed
a survey (N=701). Parents have been especially helpful in providing new
addresses and in some cases, new last names.3 Forty-eight percent of alumni
have not responded to two survey mailings and 9% of surveys mailed have
been returned because the post office was unable to locate the addressee. We
think that the response rate has been tremendous for a highly mobile
population that has had no contact with ACTR for many years, but remain
interested in improving our response rate.

2

Some schools requested a copy of the survey before releasing the list. Once they received the survey from us, we had
no further difficulties obtaining the addresses.
Marital name changes have been an obvious challenge for us as well as the alumni associations.

3
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Sample Demographics
Each alumna/us has the same code number in the Exchange Program
Database and the Outbound Alumni Survey Database. As alumni returned
their completed surveys, the survey data were matched to the original data on
file for each person. This allowed us to consider a broader range of
information than we could feasibly ask on one survey. It also allowed us to
merge pre and post exchange test scores, information which students never
saw, to career histories.
Several diagnostic tables have been compiled to compare the
demographic profile of all outbound alumni (N=2,678) to that of the
outbound alumni actually surveyed (N=701). (See Table 5.) We are
extremely pleased to report that there is virtually no difference between our
sample and the universe of outbound alumni with respect to gender, program
type, and year of outbound exchange.
Table 5:
Demographic Comparison of Alumni Population
& Surveyed Population

Gender
Male
Female

Alumni
Population
(N=2678)
40%
60%

Surveyed Population
(N=701)
35%
65%

Program Type
Spring
Fall
10 Month
Summer

32%
41%
3%
24%

33%
42%
4%
21%

Year of
Outbound Exchange
1975-79
1980-84
1985-89
1990-94
1995-99

5%
9%
24%
44%
19%

4%
12%
26%
38%
20%

Table 6 presents the language gain measures for the surveyed alumni
and all outbound alumni. The profiles of the two populations are remarkably
similar with respect to pre to post exchange listening, reading, and oral
proficiency gains. This indicates that the survey respondents are not a self-
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selected pool of exceptionally high gainers. Those with null gain and less gain
were as likely to answer the alumni survey as those with substantial gain.
The fact that our sample reflects the typical range of exchange language
gain will be important for our analysis of program management, language
maintenance strategies, and career use of Russian. We can be confident that
our alumni sample is representative of the total alumni population. In
addition the surveyed population is large enough, (N=701), to allow for
detailed analysis of important sub-groups within that population.
Table 6:
Performance Comparison of Alumni Population
& Surveyed Population
Pre to Post Exchange
Listening
Proficiency
Gain
Loss
Null Gain
Unit Gain
1 Threshold Gain
2 Threshold Gain

Alumni Population
(N=1989)
2%
45%
21%
28%
4%

Surveyed Population
(N=487)
1%
44%
21%
29%
5%

Pre to Post Exchange
Reading
Proficiency
Gain
Loss
Null Gain
Unit Gain
1 Threshold Gain
2 Threshold Gain

(N=2189)
8%
44%
12%
28%
8%

(N=556)
7%
46%
11%
28%
8%

Pre to Post Exchange
Oral Proficiency Gain
Loss
Null Gain
Unit Gain
1 Threshold Gain
2 Threshold Gain

(N=1216)
2%
21%
39%
37%
1%

(N=330)
2%
19%
40%
38%
1%

Note: The N fluctuates because scores were not gathered in all years. In
addition, some participants lack either a pre or post exchange proficiency
score, making it impossible to measure change.
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Survey Results
Preliminary survey results were presented at two conferences. Data for the
first 520 respondents were presented at the June 16, 2000 conference on
“Prospects for Bi-National Cooperation in Language Study and Research” held
at American Councils in Washington, D.C. (Davidson and Lehmann, 2000).
Essentially the same tables, re-calculated to include the current sample total of
701 respondents, were presented at the annual meeting of the American
Council of Teachers of Foreign Languages in Boston, Massachusetts (Lehmann
and Davidson, 2000). The scope of the conference presentations was
somewhat broader than this article.
In the present study, we have chosen to focus on the outbound overseas
study experience: who goes on the exchange, how the profile has changed over
time, the impact of the exchange on the respondent, and overall assessment of
the importance of study abroad for intellectual and social development.
Related studies on Russian specific career trajectories (Lehmann) and on
language gain resulting from study abroad (Davidson) are forthcoming.
Profile of the Russian Outbound Exchange Student (1975-1999)
Just over half of our respondents planned to study Russian when they entered
college. In our sample, 45 percent eventually became Russian majors, another
26 percent chose to double- major with Russian and another being one of their
majors, 10 percent minored in Russian, 17 percent took Russian language
courses while majoring in other departments, and 2 percent began studying
Russian after college. (See Figure 1.)
The 1975-87 cohort was more likely to be comprised of Russian majors
(54%) than the cohort traveling from 1995-99 (41% Russian majors), a trend
that continues through 2005. As noted above, ACTR program participants
during the first 15 years were more likely to be older, graduate-level, and more
proficient in Russian at the time of their acceptance by ACTR than their
counterparts of the past 15 years, as admission policies in Russia have
broadened and access to study abroad increased among U. S. undergraduate
students.4
Thirty percent of all alumni reported that the quality of the Russian
program was an important factor in choosing their undergraduate institution.
Most had not taken a course about Russia or the Soviet Union before taking up
the study of the language. (See Table 7.)

4

For example, 191,321 U. S. students studied abroad in 2003-4, compared to half that number only five years ago.
See www.opendoors.iienetwork.org for additional statistics and analysis.
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Figure 1: Did you study Russian in college?
American Councils' Outbound Alumni Survey
(N=701)
50
45

45
40
35

Percent
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Table 7:
Had you ever taken a course about Russia or the Soviet Union before you
began studying Russian?
Russian History
International Studies
Russian Literature in Translation
Russian Politics
Russian Society

% Yes
10.3%
7.5%
7.3%
4.1%
1.5%

The cohort traveling from 1992-94 was the most likely to have taken a course
about Russia or the Soviet Union before they began studying Russian. Thirtyfour percent of the 1992-94 cohort had previously taken a course, as compared
to 20% for the 1975-87 cohort, 24% for the 1988-91 cohort, and 26% for the
1995-99 cohort.
Alumni were asked to specify what had attracted them to the study of
Russian in college. They were given a list of seventeen items plus a space to
write in additional reasons not listed, and they were asked to rank the three
most important reasons. In response to some preliminary work concerning
major selection in college, which is being done at Harvard University, we
organized five groups of answers: 1) departmental character – accessible or
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likeable faculty, 2) features which tend to distinguish language courses –
few papers, small class size, concrete and practical subject matter, 3)
instrumental reasons – college language requirement and career utility,
aptitude for foreign languages, 4) social reasons – interest in knowing about
one’s heritage, advice from family, friends, or advisors, 5) and intellectual
reasons –interest in Russian culture, literature, society, or politics, or simple
overall interest in Russian.
The most popular reasons for choosing to study Russian in college were
covered by the fifth group, intellectual reasons, as you can see from Figure 2.
Figure 2: Top 3 Reasons the Respondent Chose to Study Russian in College
American Council's Outbound Alumni Survey
(N=701)
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Almost half of the alumni chose Russian because the subject interested them.
The second most popular answer, chosen by 38 percent, was that they were
interested in Russian culture. Instrumental reasons were also moderately
important in deciding to take Russian. Of the instrumental reasons, a
perceived aptitude for foreign languages was twice as important as the presence
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of a college language requirement. Factors relating to departmental character,
course character, and social reasons ranked relatively low in importance.
Turning to the overseas study experience itself, we found that 71
percent of our alumni had been on one Russian language exchange, 23 percent
had been on two, and 6 percent had been on three or more exchanges.
Figure 3: Total Number of Russian Language Exchanges per Respondent
American Councils' Outbound Alumni Survey
(N=701)

3 or More
Exchanges
6%
2 Exchanges
23%

1 Exchange
71%

When asked, 45 percent of alumni reported that the first exchange to
Russia was their first significant trip abroad. Those who went on exchange
from 1988-91 were the most likely to report having previously taken a trip
abroad, with only 37% never having traveled significantly abroad. Those who
went on exchange from 1995-99 were the most likely to report that they had
never taken a significant trip abroad (58%).
Of those persons reporting that the exchange was their first significant
trip abroad, just over a third had never been outside of the U.S. and two thirds
had only been on a short vacation outside of the U.S. prior to the Russian
language exchange. The percentage of exchange students reporting never
having been outside of the U.S. increases from 14% in the pre 1991 cohort to
20% in the 1992-94 cohort to 29% in the 1995-1999 cohort. The exchange
was the first trip to Russia for 70 percent of alumni.
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The practical opportunities for travel to Russia have varied greatly between
1975 and the present time. This is reflected in the answers alumni gave to the
question “At the time you went on exchange, could you have traveled to Russia
by other means?”

Table 8:
At the time you went on exchange, could you have traveled to Russia by
other means?
Exchange
19751987
17%
No, for financial reasons.
No, due to Soviet/Russian 32%
travel restrictions.
No, due to both financial 48%
reasons & Soviet /Russian
travel restrictions.
4%
Yes.
101%
TOTAL

Year
19881991
25%
32%

19921994
42%
8%

19951999
60%
3%

37%

25%

11%

7%
101%

26%
101%

27%
101%

While students were much more likely to be able to arrange for their own
travel to Russia after 1992, financial reasons have kept more recent students
from traveling to Russia on their own. Soviet or Russian travel restrictions
now present less of an obstacle to study abroad.
Impact of the Exchange
Literature on language study abroad programs has suggested that the
experience has an impact on at least three aspects of education: 1) language
ability, 2) cultural knowledge, and 3) character development. 5 Our survey
data, based on retrospective self-reporting, indicate that the program is
regarded by participants as having had its greatest impact in the area of
increased language proficiency, followed by increases in cultural knowledge and
interest, and moderate increases in self-confidence and adaptability.
When asked “Considering all your Russian training, how would you
describe the significance of the study abroad program for your language
ability,” 56% of alumni said that the first exchange “enhanced my Russian
language ability in a way that no program based in the United States could
have.” See Figure 4. Forty-two percent of alumni report also having studied
Russian in a summer program in the U.S. This group, who had studied Russian
5

There is a large literature examining the overall impact of study abroad on learners and careersbut two recent studies,
the Lincoln Commission Report (2005) http://www.lincolncommission.org/index.html.; also, Dwyer’s “Charting the
Impact of Studying Abroad,” International Educator, Winter 20-04, 14 – 20. For an overview of EU-focused research on
the longitudinal effects of student mobility, see Maiworm, Friedhelm and Teichler, Ulrich (1996). Study Abroad and
Early Career: Experiences of Former ERASMUS Students. London and Bristol, PA.: Jessica Kingsley Publishers.
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in language programs at home and abroad, was just as likely as those with only
study abroad experience to rank study abroad above any comparable stateside
language learning experience.
As with all questions evaluating the study abroad experience, alumni
were asked to evaluate the impact of each exchange separately. Figure 4 shows
that evaluation of the significance of study abroad for language development is
even higher for those alumni who studied abroad multiple times.
Figure 4: Considering all your Russian training, how would you describe the
significance of the study abroad program for your language ability?
American Councils' Outbound Alumni Program
(N=701)
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Half of alumni reported that the study abroad experience “greatly increased”
their interest in events in the Newly Independent States of the former Soviet
Union. The overwhelming majority of alumni report a positive increase in
interest as a result of the exchange.6 See Figure 5.

6

This finding is consistent with those of the multi-institutional survey of the impact of study abroad on the
development of undergraduate interest in international affairs, Carlson, J., Barbara Burn, John Useem, and David
Yachimowicz, Study Abroad. The Experience of American Undergraduates. New York, Greenwood Press, 1990, 116.
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Figure 5: To what extent did your interest in events in the NIS change as a result
of the exchange program?
American Councils' Outbound Alumni Survey
(N=701)
100
1st Exchange (N=701)
2nd Exchange (N=222)
3rd Exchange (N=62)

90
80
70

Percent

60
50

48

51
45

40

34

30

30 31
17

20

19

22

10
1

1

2

1

1

0
Greatly increased

Somewhat
increased

No change

Somewhat
decreased

0

Greatly decreased

When asked how the exchange affected their knowledge of Russian society, 67
percent reported that as a result of their first exchange their knowledge
enhancement was greatly increased over what they had achieved in their U.S.
based programs. Students on second and subsequent exchanges report an even
greater increase in societal understanding. See Figure 6, below.
According to alumni, the exchange had a profound impact on their
impression of their own society. The following are a sample of representative
responses to the question: “Did your exchange experience change you attitude
about the U.S.? If so, how?”
On several occasions, Russians would say “You can’t be an American.
Americans are mean and bad people. But you’re just like us!” I
explained that that was the same perception that Americans back home
had of Russians. It opened my eyes to the attitudes that propaganda (in
both nations) had fostered. (1981).
Yes, greatly. I began to question American historical, political and
cultural mythology and institutions. At the same time my love and
patriotism for the U.S. grew considerably. I became more of a critical,
involved member of society. (1982)
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Confirmed materialistic basis of culture. Pointed out our wasteful use of
various resources. Pointed out the importance of cultural institutions and
guiding principles of government. (1985)
I was able to approach our culture more critically – in depth. The streets
of my beloved hometown seemed much smaller – this was quite a sensation
that I recall to this day. (1986)
Deepened my appreciation for individual and group freedoms/rights.
Gave me a new appreciation for the historical and contemporary realities
in which cultural characteristics and economic behavior, standards of
living, etc., are grounded.
(1986)
I became very patriotic and pro-market, and defend the U.S. and the
profit motive much more strongly. I am also more serious about voting.
(1988)
After returning, I discovered that the U.S. has a great deal of bureaucracy
too – I could deal with it, e.g. accomplish what I needed to accomplish,
much more effectively after living in Russia. (1989)
I’m more appreciative of the American government and social institutions
allowing for stability, yet open to evaluation and change. I’m more aware
of the American belief in the idea that things can improve if an effort is
made. At the same time, I admire the high value Russian culture places
on literature and the arts as subjects worthy of pursuit in their own right.
(1990)
Appreciated freedom and security in the U.S., but began to think about
how the Russian experience gives them more compassion, humor, ability to
cope regardless of the ineffectiveness of their institutions. (1990)
My interaction with Russians helped me gain a new appreciation of
democracy and freedom of speech. I was also deeply affected by the value
of relationships among the Russians. This strengthened my relationships
at home. (1990)
How fortunate we are. How arrogant we are. How young our country is.
(1990)
My first impression of the USSR was that they seemed to have an
inordinate number of flags flying. Red flags decorated everything possible.
When I got back to the states, I realized we flew a lot of flags too. I
realized that we two nations are perhaps more similar than dissimilar.
(1990)
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How could it not? And how can I list all the ways? My eyes weren’t just
opened; they changed to chameleon eyes – I could see all ways at once, from
multiple points of view.... Everybody should have to study abroad before
they can call themselves American. Well, maybe that’s extreme... (1991)
New appreciation for how simple/predictable life in the U.S. is.
Appreciation for American principles of honesty, directness in
communication. (1992)
It made me realize that I had taken a lot for granted -- EPA, FDA, and
somewhat just the government. (1992)
It made me more sympathetic to those in the U.S. who do not speak
English fluently or have recently immigrated. (1996)
Simultaneously devalued and valued American privacy, politeness, and
emphasis on individuality. Admire and respect Russian hospitality over
U.S. need for privacy and territory. Saw the U.S. through the “less
advantaged” eyes of the Russian citizen. Grateful for our career and
educational mobility. (1997)
I appreciate our governmental system, civil society and environmental
regulations. I also now appreciate the freedom I have as a woman in the
U.S. (1998)
Turning to character development, we found that more than three
quarters of the alumni report that their self-confidence increased as a result of
the exchange.
A negligible percentage reported that their confidence
decreased. See Figure 7.
More than half of alumni reported that their ability to adapt to new
situations greatly increased as a result of the exchange. See Figure 8.
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Figure 6: Considering all your Russian training, describe the significance of
study abroad for you knowledge of Russian society
American Councils' Outbound Alumni Survey
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Figure 7: To what extent did your self-confidence change as a result of the
exchange?
American Councils' Outbound Alumni Survey
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Figure 8: To what extent did your ability to adapt to new situations change as a
result of the exchange?
American Councils' Outbound Alumni Survey
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The increase was the greatest for those with little or no travel experience
abroad. Sixty-three percent of those who had never previously traveled abroad
reported a “great increase” in their ability to adapt to new situations, fiftythree percent of those who had previously only been abroad on short vacations
reported a similar increase in their adaptability.
Survey responses indicate that few students remained either isolated in
their dorms or exclusively in the company of Americans while on exchange.
Somewhat surprising is the evidence found in Table 9 below that, regardless of
the year of the exchange, students frequently went on impromptu excursions
with Russians that they met.
Alumni were asked to report the top three results of their study abroad,
aside from purely language gain. Eighty-six percent reported that they gained a
broader worldview, 57 percent reported an increase in cultural knowledge, and
53 percent reported increased adaptability. At the other end of the spectrum,
the option “increased financial rewards” drew little support (3 percent) and
one derisive comment in the margin. See Figure 9.
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Table 9:
During your 1st exchange, did you go on impromptu excursions with Russians?
Exchange Year
197519881987
1991
Never.
9%
10%
Once, with other Americans.
2%
3%
A
few
times,
with
other 22%
22%
Americans.
Frequently, always with other 3%
5%
Americans.
Frequently, sometimes with other 38%
43%
Americans.
Once, as the lone American.
4%
3%
A few times, as the lone 11%
10%
American.
Frequently, as the lone American. 10%
4%

19921994
10%
4%
25%

19951999
12%
3%
28%

5%

3%

37%

31%

1%
11%

3%
11%

8%

9%

Figure 9: What were the top 3 results of study abroad,
aside from purely language gain?
American Councils' Outbound Alumni Survey
(N=701)
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Long Term Perspective on Language Exchanges
Almost sixty percent of alumni report having attained an advanced
degree prior to the time of the survey. This is an extremely high figure, which
will increase when some of those still in school complete their education. That
said, 68 percent of alumni rate the first exchange as one of the three most
significant learning experiences that they have had. Seventeen percent of all
alumni say that the first exchange was the most significant learning experience
that they ever had. Given the educational levels, career positions, and overall
mobility rates of this group, the authors regard this as a particularly important
finding for ACTR and serious overseas study programs more generally.
Figure 10: Looking back on your educational training, how would you evaluate
your exchange experience?
American Councils' Outbound Alumni Survey
(N=701)
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It is not surprising then that 71 percent of alumni are of the opinion
that it is “crucial” for today’s young people to study a foreign language. Fiftyeight percent of alumni also say that it is “crucial” for today’s young people to
study abroad. Opinions on this matter are very strong, with none of the
alumni saying that foreign language study and study abroad are unimportant.
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Figure 11: How important is it for today's young people to
study a foreign language or study abroad?
American Councils' Outbound Alumni Survey
(N=701)
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Alumni were given the opportunity to elaborate on the exchange
experience by answering an open-ended question: “Looking back on the
exchange, how did it benefit you personally or professionally.” Many
mentioned that employers have been impressed by their study abroad as one of
their credentials. Many also mentioned the friendships they formed and have
maintained. The following are a sampling from the hundreds of answers
received:
I grew up! I found out how capable I was in dealing with new challenges,
of adapting to circumstances, of understanding and feeling empathy with
“different” people who were really not so different from myself. (1977)
My experience in Russia is valuable as “practical experience” using the
language. Employers have commented on this as they have reviewed my
research. (1979)
Personally it clarified my thinking on a number of issues, in the way that
being thrown into a culture that is very different from the one I’d grown
up in, does. It provided a totally new perspective. (1985)
I became a more mature and independent person, and more employable
because of those attributes, plus my language skills. (1985)
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On my first trip, for the first time, I felt that I could really speak
Russian. This was something I just had not expected in a classroom in
the U.S. Russia was finally real to me, not something artificial in an
artificial environment. (1988)
It increased my empathy and my patience. It made my approach to
professional work more creative and independent. (1988)
Personally (and as a philosopher), I just got a new perspective on things
in general. Professionally, my attending the Moscow Institute of Steel
and Alloys was an eye-catcher on my first resume! (1990)
Personally, I can think of no other experience that gave me as much selfconfidence. Even after 2 years away at college, I was very much my
parents’ child. That summer I grew up. (1991)
My greatest adventure. My time in Russia made me a better, more
thoughtful person. It also left me with an enduring passion for Russian
culture and literature. (1994)
I have realized that I love to learn. (1995)
It opened my eyes to a global economy with so many lifestyles, cultural
differences, language differences, and political differences. (1996)
It taught me to relax a little, find the positive in difficult situations.
(1998)
Very open to new things, customs, and understanding the roots of certain
ethnic behavior in the work place. (1998)
Narrowed my focus on areas of professional interest and personal
commitment. (1999)
Conclusion
The present report comes at a period of heightened American and international
interest among scholars in SLA, and public policy makers in the role of
overseas immersion learning in the formation of long-term language learning
careers of professionals in a broad range of fields. One of the most striking
findings to us, which will be discussed in detail in a future article, was the large
percentage of alumni who work neither in academia nor government jobs.
They have a much more diverse employment profile than had been previously
assumed.
To restate one of the key findings of this article, 71 percent of alumni
are of the opinion that it is “crucial” for today’s young people to study a
foreign language. The present analysis indicates that American students
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choose to take Russian for reasons relating both to intellectual interest and
perceived aptitude for foreign languages. Both of these factors can be
influenced over time by instruction, especially by high school and universitylevel teaching in the social sciences and the humanities; supporters of Russian
programs are well advised to take this finding into account. The findings
further suggest that students are more apt to tackle a difficult language like
Russian, if they are motivated to learn more about the culture and have had a
previous positive experience with foreign language training. Somewhat less
influential to the decision of ACTR alumni to major in Russian is the character
of the university department itself, the nature of specific course offerings, or
the direct advice of friends, family, and deans.
Our data clearly demonstrate that study abroad has a great impact on
perceived second language gain. Fifty-six percent of alumni said that the first
exchange “enhanced my Russian language ability in a way that no program
based in the United States could have.” Further, the evaluation of the
significance of study abroad for language development is even higher for those
alumni who studied abroad multiple times.
Study abroad is also understood by alumni as raising awareness and
sharpening interest in world events and foreign cultures. The write-in
comments from alumni clearly indicate that study abroad significantly
enhances their appreciation of the United States as well as Russia. Personal
character development is regarded by alumni as benefiting significantly as a
result of the study abroad experience, with the benefits being most marked in
those with limited travel abroad experience. The finding that a large
percentage of students went on impromptu excursions with Russian friends
opens up an area for further study regarding the impact of non-classroom
situations on language gain.
Finally, it is clear both from the extraordinary response rate and the
attitudes expressed in the surveys, that the alumni of exchange programs are
passionate supporters of overseas advanced language study and exchanges. An
astounding 58 percent of alumni hold the opinion that it is “crucial” for
today’s young people to study abroad. Sixty-eight percent of alumni rate the
first exchange as one of the three most significant learning experiences that
they have had. Seventeen percent of all alumni say that the first exchange was
the most significant learning experience that they ever had. Clearly American
Councils/ACTR alumni feel strongly that foreign language study and study
abroad are key elements in higher education, a finding that is consistent with a
recent general U. S. survey of post-9-11 attitudes toward the value of study
abroad, conducted by the American Council on Education.7
It is hoped that the ACTR Alumni Survey will contribute both a body of
empirical data on the long-term impact of study abroad learning, as well as
7
In a survey conducted by the American Council on Education in 2002, 60% of undergraduates agreed that ALL
students should have a study abroad experience sometime during their college or university careers, with numbers high
still among Hispanic and African-American respondents, groups that only rarely take part in overseas study. See
Madeline Green, ACE Public Opinion Poll, “One Year Later,” 9-2002, pg. 6)
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bring new findings to the present discussion in the U. S. of the role study
abroad. It is also possible that the methodology used here for identifying
alumni subjects and collecting retrospective analyses of overseas learning will
stimulate further longitudinal research on second language learning careers and
the professional applications of second language competencies. The concerns
of scholars in SLA and the foreign language field, of policy makers, and of
funding agencies have never been more focused on identifying reliable means
for maximizing student learning of world languages than at the present time.
Appendix 1: Outbound Alumni Databases
American Councils for International Education: ACTR/ACCELS
1. Exchange Program Data
Date Collected: Immediately pre and post exchange, 1976 to present.
Format: SPSS (Can be exported to Excel or programs that import data
in ASCII or Dbase format). Most data are numeric with value
labels assigned in SPSS.
Anonymous: No, each case is identified with the student’s name.
Students also have unique i.d. numbers.
Cases: 2,678 individual students who traveled on exchange. To the
best of our knowledge (barring marital name changes), there are
data on 2,678 separate people.
In addition, there are some additional entries for people
who traveled on more than one ACTR exchange. In the event
that a person went on multiple exchanges, he/she would be in the
database several times. Since
entries are not anonymous, an analyst can include all trips by all
individuals, or exclude second and subsequent trips by an
individual.
Number of Variables: Approximately 60
2. Alumni Survey Data
Date Collected: Spring and summer 2000
Format: SPSS (Can be exported to Excel or programs that import data
in ASCII or Dbase format). Most data are numeric with value
labels assigned in SPSS.
Anonymous: No, each case is identified with the student’s name. Each
Student has a unique id number which matches the one in the
Exchange Program Data File, making it possible to merge data
from the two databases.
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Cases: 701.
As of 11/16/00:
701 have completed the alumni survey (26% of alumni)
794 have not responded to 2 survey mailings (30% of alumni)
145 surveys were returned because addressee moved (5% of
alumni)
1038 alumni are missing and we have no address for them
(39% of alumni)
Number of Variables: Approximately 172

Appendix 2: Exchange Program Database in Detail
Exchange Program Data: N=2,678
Number of Variables: Approximately 60
Types of Data:
Biographical
name, date of birth, gender, financial aid needed and
granted academic affiliation, major, years of h.s. & college
Russian
hours per week in the language lab
# of other Slavic and non-Slavic languages known
# of previous times in the FSU on immersion programs
semester traveled, program type (year, semester, summer)
Proficiency Pre-Testing
raw grammar score (1976-1990)
base grammar score (1976-1990)
% score grammar test (1984-1989)
qualifying exam score (1984 to present)
raw reading score (1976-1990)
base reading score (1976-1990)
% score reading test (1984-1989)
oral proficiency test (1983 to present)
listening proficiency test (1986 to present)
reading proficiency test (1986 to present)
Leadership and Adaptability Pre-Testing
native ability, 0 to 5 scale (1984 to present)
intellectual motivation, 0 to 5 scale (1984 to present)
willingness to use Russian, 0 to 5 scale (1984 to present)
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adaptability to a new culture, 0 to 5 scale (1984 to
present)
willingness to try new cultural things, 0 to 5 scale (1984 to
present)
ability to work in a group, 0 to 5 scale (1985 to present)
leadership potential, 0 to 5 scale (1985 to present)
Post-Testing
oral proficiency test (1983 to present)
listening proficiency test (1986 to present)
reading proficiency test (1986 to present)
Appendix 3: Alumni Survey Database in Detail
Alumni Survey Data: N=701
Number of Variables: Approximately 172
Types of Data:
Biographical, educational, and employment history
Age, gender, date of birth
Educational history: schools attended, majors, degrees,
date
Current employment sector, field, job title, location, work
abroad
Pre-college Russian language training
Language use in the home, coursework
Residence in, or travel to, the FSU
College Russian language training
Coursework and reasons for studying Russian
U.S. summer language training in Russian
Program, year, course level, % in and out of class time in
Russian
Graduate school training in Russian
Coursework, research in the FSU
Living arrangements during study in FSU
Russian language study abroad (All questions asked of up
to 3 exchanges)
Program, year, length, course level, credit status
Reasons for study abroad, living arrangements, social life
Significance for language and knowledge of R. society
Significance for adaptability, self-confidence
Effect on attitude toward the U.S.
Evaluation and benefits
Additional Russian training after completing formal
education
Program, intensive (yes/no), course level, length of course
Language maintenance strategies
Other languages formally and informally studied, when,
extent
Current Russian language proficiency
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Speaking, reading, writing abilities
Change in abilities since formal training ended
Current use of Russian at home and in the workplace
Use in the home – with whom, language(s) employed
On the job speaking, reading, writing, listening and
understanding:
Is Russian necessary? How often do you use each of these
skills? Tasks that call for Russian.
Skill level. Do
colleagues use Russian as a native language? Has language
or area studies knowledge aided your career?
General employment preferences vis a` vis use of Russian
Are jobs/projects more desirable if they require Russian,
travel to
the FSU, or knowledge of Russian society?
Total # of jobs, % that required Russian or knowledge of
Russian society
Attitude toward language study abroad
Intellectual impact, most important effect of exchanges
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